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part of this project are listed in s bgg@ﬁdxx of this book.

Foreword .

Many pooplo havc to -ake ﬂecisions about changing school prograams.

Beforc a program can be changed, parents, teachers, and school adninistrators

must be committed to an idea or a ptogz;m in ordor for it to be success-
ful. | L |

One of the areas that is undcrgoiug rapid shanqo theto days is the

treatment of reading disability. rhis_book i3 one in a scries of four

concerned with rcadinb difficnltico'and -ak1m§ adjustments in school
programs to solve reading prdblll3. People in our.schools -ust‘tacc‘the
question of what they can do about reading difficulty. Bach of the four
books in this series directs its aessage to a different person in a school

staff. Bach focuscs on a differcnt aopoct of trogting reading difficulty

and what diffcrcnt otaff ncnbcra can do to -nko that troat-ent more effcctive.

The four target uudi-nccs are tha tnaqhor--trcating reading difficulty in
the classroom; thQ rcndiuq lpccialist--trolting reading difficulty within
a school building; the princdpal--treating rendinq difficulty that is

related to cnvironnental factors; and the top-level administrator--treat-

‘ing roading'di!ficulty through a nulti-aarvico diagnostic center.

It would be unwise for unyonc to :ond only one of the four books and
feel that he has a conplcto picture of what schools can do.to overcone
reading difficulty., Bach of the books is a part of the broad picture; -
all four parts should be read in order to visualize-the scope of the treaf-
ment of reading difficulties at various levels. Naturally, the classrcom
teacher will attinpt to deal with minor disabilities whereas the diagnostic

service center will focus on the more sevare typas of reading disability.
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It is possible, of course, for an individual to read only that book
which is directed to hi- personally and to gét a picture of what research
indicates about activities in his area. He cin get descriptions of how
to establish prograns that will enable him to overcome certain types
of reading disability. As long as he understands.that he is concerned
with, and that the book is picturing.only a limited segment of, the total
picture, he will have some perspéctiva in trying to make changes within
his area of reSponsibiligy_agq influence.

The ﬁ.s. office of Education contributed to the support of the prepara-
* : tion of these books because it bclicvi& that ;he technical research
' information cospiled by researchers and reported 1‘ ronoaréh journals
1 should be interpreted in a readable fashion to the people who conceive
;(:) .prograns and make changes in ichool_systuls. The intent qf the books,
therefore, is to cut down on thg time lag between research demonstration
of worthwhile projectsland tﬁe_inpllicntatioh of these projects im school
systems. Naturally, the dissemination of information 1n'n$c083ary before
change can take place. It must Se noted however, that knowledge about

the initial itep in

a6 Tm——

successful treatment of reading disability is only

N

bringing about change.

It takes a perscn with a sfrong idea and a strong connit-eht to‘the
improvement of the instructional program and the services that the school
offers to instigate change. someone has to be convinced that'tﬁére are
better ways of doing things and be willing to expend extra effort and
time in order to bring about more cff.ctivc teaching prograné.

The overall strategy 6! these books is fo_lpok at the range of reading
difficulties from slight to extrene, and to suggest that treatment,
therefore, has to move onfnany fronts with various professionais 'o:king

simultaneously. Thus, the ideal is to provide action by teachers, super-
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persons do not act on the problem in thelv respective spheres of 1l luene,

an individual is not prevented from mapping plans appropriate to his

responsibility and initiating action at that level. That is the reason each .

of the four documents is directed to a different person. It emables
an interested party to set up & prograﬁ ja his own area regardless of
what happens on othexr fronts.

Each book contains a) intérpretation of research about a set of
causes

b). model programs aimed at overcoming the causes

¢) steps for setting up a progran (dzreeted to
specific leaders in the school system

d)’ reconnendations and guidelines for those programs

Bach manuscript was precedcd by a revxen of research over the past 10
years., Visits to two dozen opctating rescarch projects also back up the
descriptions of model programs.

This book is directod to reading specialists and their role in 6verconing
reading problems 1n a single srhool. Reading auperviso:a, coordlnators,
resource teachers and renedial toaehero are those who have the specific
responsib1lity for organizing and opcrating a ranedial readlng program
within a school. The purpose of tiiis book is to idcntify the kinds of
problems that can be trcated efficicntly in a icnedial reading g£0up and
to describe various ways of handling those problino in the setting of the

school.

INTRODUCTION

John Steinbeck has siid, "Learning to read is the most difficult and
revolutionary thing that happens to the human brain." |
Despite the difficulty of the task, most adults who went through the

public school system twenty or tweﬁty-flve years ago did learn to read.

TR T TR T T e A TR R I R — e e e AN

2B o - s e et




They are baffled by today's news that a large proportioa of CBiidues aiw
not learning to read at all or acquiring only limited ability in reading.

The reasons for today'et failures are manyi more children in school,

larger classrooms, more complex psychologieal problems, more distractidns,
less compulsion to learn, not cnoﬁgh nonoy to provide the personnei,
space, and materials to cope with ail other problemsz Furthermore, when
recalling the good old days, it is easy to forget that those who could ~ 7 ;
not learn, quietly dropped out of schoql,'t;king their problems and failures
off the record. o | k
The truth is that, until fairly recently, not a great deal was knowri about
reading problems, ‘why some éhildren légrn and others do not, what kind

of training to give to those who toach reading, what materials best

facilitate 1earning to read, what separate ckills ccﬁbxnc to turn an 11-

literate chiid 1nto a diccrininating roador. In the past two or three

decades various disciplines have discoverqd more about this basic skill

than was known prcviuuély. In the pa-t few y‘irs, with the infusion of

funds to support experimentation and innovatien, more ncw:approaches have "5

been tried than cvor'b;foro. - ' | . | 3
In an effort to uake oducators aware of what has been disco#ered and

what is working olscuhcre, these bookl havc bean prepared. The last two

in this series--this oh;, directed townrd the reading speclalist, and the

final one, directed toward the classroou teacher--concentrate on what can

be done within a single lchool to doal with thc student who 1s having

difficulty in learning to rc&d.

Cooperation Needed
No one person can solve all the reading probléus in a schoéi district;
nor can any one type of activity satisfy all needs. Every school system j

has reading difficulties that vary from slight misunderstandings of rules
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to sevem dinbilit:les with acccampmsy_.ug peychological and sdcial deviutieﬁﬁ.
A comprehensive reading program, therefore, &ncludes the diagnoszs and k
treatment of reading problems at all levels, alight to severe--a program
that ranges froma correction by ; classroom teacher to treatment by a
; clinician. without that range of troat-cnf scae childrcn are bound to
The classroom teacher, the rcnding spccialist and the ad-inistrator all
provide necessary 1ﬁgxodionta in a workable, eonprehonsivo reading program.
when one or more fails to contrihut. the part his role provides, he destroys
a significant part of‘thc progral. The classxoon teacher provides the
diagnostic and correctiﬁé bases. He must idcntify prébleli and determine
to apply corrective triat-lnt in tho cllscroan or fefer the child to some-

one who can give the needod trcntucnt. 1f the classroon teacher sees that

the child needs aﬂditianal diugnocic or treatment on an in’ *jvidual basis,
he sends the child to a rencdial reading tcaahtr (xeading specialist).
The reading apccialilt works with individualo orxr uith ‘gmall groups and
provides specific and conccntlltcd tront-.nt as long as the child needs
the help. Bstilates plnco 105 - 25% of the school population in need of
that kind of spccitic help 1n reading . * (Strang. 1968, Chapter I) The
specialist and the clasaroon tewchcr :cnain in constant touch about the
jndividual child so they can 'ork cooperatively in bringing him to satise«

factory performance in reading. Often a specialist will work only in one

; school building or share his tilo'bctween two'buildings.
It has been found that when the rcnodial reading teacher (a reading
specialist) divides his time amongy four or more schools, he does not have

{ ) enough time or opportunity to keep in touch with the classroom teacher

*Strang, Ruth, Readlqg_plagno%iﬁ and Remediation, Newafk, Delaware:
Tnfprnﬂfinnnl Reading Asaociatdaa, 1968, Chapter I -
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about the progress of students he is working with in his remedial classes.
Thus, the classroom teacher cannot reiﬁforce the activity that goes on
in the remedial class--he may chn'countirmct it--and the remedial teacher
does not get feedback from tio classroom teacher about important things
like interests and attitudes obtczvéd‘whilo the remedial treatment is
going on.

Should the remedial reading t‘a;hor iho works within a school building
find that working with roadin§ gkills and providiug extra praético on
an individual basis does not bring_ittilfuctbry results, he Qust refer
the éhild to norc'specializcd-di‘gnosis. This kind of diagnosis usually
takes place at a reading ‘clinic or 1oarn1ng disabilities clinic.

It is estimated that 1% - 55 of the school popnlation need highly tech~

L) nical cdiagnosis and treatment for severe reading disabilities that may

have their roots inm enotional, pocial; or physical problems. This kind of

clinical diagnosis and treatment needs the subport.of the ceatral school

adninistration. Funds, connhnicntians, support, and encouragement foxr

a comprehensive program must come from the top-level administrator. Unless

the top-level adninistratot, the prihcipal,.tho reading specialist and the
classroom teachers see reading brdblchl from éarious levels and work with
one another in referrals, tteafnénfs and evaliuations, every child with a
.reading problem yill not get’the.help he needs.

It should be evident, thérefore; that a conprehensive attack on reading
problems comes about through the cooperation of many people. Certainly
it is possible for thé classroop teacher to do a quick diagnosis of

— reading problems and engage in corrective activities in her classroom with-

out having additional services available within a school or school district.
But, there will normally be saveral children in every classroom who need

attention beyond what the classroom teacher'can'provide. Those services.
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g\ outside the clnésroom must be p?ovidﬁﬁ {n & cooperative manner {EOnY
the classroom teacher, the principasl, the resding Specialiit,and the
central administxation. Bven within the classxoom the teacher will need
financial support in order to have sufficient materials for the carrying

;. on of a variety of diagnostic and corfectivé activities. The support
evidently must coﬁe,frop school finances snd so cooperative action is neces-

ﬁi sary even where corrective ictiéitiet least seem by the outsider.

W ere e s valR M i B I Ml b et




o

Definition of Terms
A number of terms will be used in referance to the roles of various ,f
people involved in the teaching of reading. The following definitions

of roles should sexve as & guide to the particular duties of each. These
dafinitions, and analyses of dualifi?ntionl for esch of the foleo, are i
taken from the Jourmal) of Roading’for October, 1968,

A‘readigg»tgcciaqut {s that person 1) who works directly or indirectly '

with those pupils who bave either failed to bemefit from regular
classroom instruction in reading ox tBOIOVpupill who could benefit froa
advancéﬁrtraining in reading skills and/or 2) who works with teachers,
aduﬁy{;tratoro. and other profersionals to improve and goordinate the
t3g21 reading program of the school.

/‘A special teachex of reading bas major responsibility for remedial and

corrective and/or developmental reading instruction.

A reading consultant works directly with teachers, administrators, and

other professionals within a school to develop and implement the reading
progran under the direction of a supervisor with special training in
reading.

A reading supervisor (cooxdinator) provides leadership in all phaseas

of the reading progran in a school system.

Developmental xeading instrxuction is characterized by starting at

the instructional level of a ahild, belping him proceed at his own rate,
and following a sequential series of reading activities. This kind of

{nstruction is done in tbe classroom by the classrooa taacher.

Remedial reading instruction jncludes the characteristics of develop-
G B

mental instruction but deals with children who i;ag at two or more
.




years below their capacity or grade level. This kind of imstruction is

given by a remedial reading teacher outside of regular classroom settings,

usually in a clinic or special classroon.

Corrective reading instructiom, like remedial instruction, includes

the characteristics of developaental instruction. It deals with children

who read up to two years below capacity or grade level and is given by

the classroom teacher in the regular classroum,




{ THE SCOPE OF THB PROBLEM

It is probably safe to say that there is no school anywhexe in the
world where socme students do not have difficulty in learning to read.
The numbers will vary according to the home backgrounds of the children,
according to their intelligence, according to the excellence of the
teaching staff and the mater ials nvailablo, sccording to the motiva-
tion and attitudes of studemts and staff.<iut in every school, includ-
ing the richest, best staffed, most selective, there are ready probleams.

Reading programs can be divided into three categories based on the
degree of disability involved. The most severe disability cases include
seriously disabled readers who show evidence of physical, psychological,
or neurological jntexference. These children may display perceptual dif-
ficulties and may be classified as non-readers. The extent of such serious
reading difficulties is estimated to be between one percent and five
percent of the school population (Stramg, 1961, Chapter I).* Such serious
reading problems usually require qlinictl treatment.

The second category of reading problems, moderately severe disability
cases, includes children who read signifibantly below capacity level.
These children are lacking in basic reading skills but show no evidence
of major physical, psychological; or niurological interferences. Their
skill weaknesses can be corrected without clinical services but require
more time, expertise, and individual attcnfion than can be given in the
classroom reading progran.‘Such students proXit from remedial classes
where their skill wealmesses can be treated individually. The extent of
this kind of difficulty is estinated at 10 ﬁ@rcent to 25 percent of the

school population (Strang, 1968, Chapter I).

- p———

nS1rang, Ruth, &gﬁﬁ&ggmgigggosis and Remed:iation, Newarlk, Delowara, ina,
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A third group of children suffers from mwild disability in learning to

read. These children lack certain skills or the understanding on which

these skills are based. Consequaently they need help in correcting their

\Y\

nisunderstandings and,becoming able to use the skills effectively. Teachers

find that approximately 40 percent to 60 percent of children occasionally

need some help due to minor aisunderstandings or minor intertetepces. Such
help can be given in the classroom as part of regular reading imstruc-
tion. The classroom teacher, particularly if expert belp, guidance, and
materials are made available to him, is well able to carry out successful

corrective reading activities.

The classroon teacher bas only limited time ang limited training to

devote to corrective rcadihg activities. For that reason when he discovers

a child who does not respond to his assistance he should refer him to a
specialist whose work centers prin&rily on. reading skills. Quite often

this referral will take place through the school principal or through the

guidance counselor 8o that any special trestment offered to a student 1is

made known to school officials and parents.

The Pgoplo Involved
The staff needed_for a good remedial reading program variec according
to the size of the school, the kind of school population, and the excel-

lence of the developmental reading program itself.

The three key staff nenbers needed to provide a good reading progranm

are a reading consultant, remedial reading teachers, and classroon

teachers who can teach reading. The term reacding specialist cam be used
;o to refer to the consultant and the remedial reading teacher.

The reading consultant could have any one of many titles. In some school

systems, there is a reading supervisor or reading coordinator who performs

the overfall supervision of the total reading program. In other school
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systems, it could be an assistant superintencent or a curiiculiuvu direcior.
Although the responsibilities of the reading staff are discussed later,
suffice it to say at this time that some one person must have the final
responsibility for the rcad#ng program, togcthct'with the time and ability
to carry out that responsibility. It is the relding consultant, by
whatever name, who works directly with remedial and classroom reading
teachers. |

The remedial'readinggteacher works, first of-all, with the children

whose reading problems are serious enough to warrant attention beyond

that given in the classroom. The remedial tcacﬁer must be able to diagnose
reading problems and theh prescribé aﬂd carry out corractive programs

for specific disabilities. Beyond that, fhi remedial teacher must also
fully understand the developmental program and.be able to naka suggéstions
for its i-provenent in orxder to prevent the very problems she is now
working to remedy. It is also important for the remedial teacher to work
with the classroom teacher so that there is reinforcement of skills and
attitudes learned in the remedial program when the child geturns to the
developmental progran in the classrool.

The classroon teacher should have the knowledge and ability to teach
reading. Such a statement appears too obvicus to nention but it is a mat-
ter of fact that most clonentnry school teachers and almost all secondary
school teachers have had little or no fornal course uork in the teachxng
of reading. The undergraduate in schools of cdncation receives far more
specialized education courses in the fields of art, -usic, and physical
education than in.ieading.instructioﬁ (Austin, 1961, p. 23).* Curiously
enough, those fields in which the classroom teacher has received extra
jnstruction are the very ones for which most school.system maintain'itinerant

teachers and supervisors. There is an assumption that all elementary

P ——




school teachers know how to teach reading. Not only is that assumption

false, but it is also false to assune that specialized help is made avail-

able in most schools for the classroom teacher of reading.
. & AR \A__
More will be said later in this i;uognaph on what school systeas can

do to make up for deficiencies in traiﬁing to achieve an adequate reading

staff.

The §oa1.

Ideally, all remedial ;eading programns 'onld‘be self-liquidatidg by
becoming preventive programs as sodn as possible. However, the immediate
goal is to remedy the reading deficicncies of children who have thus
far not Jlearmed to read by the developmental reading program.

The next goal is to isoclate thése factors that have contributed to the
children's inability to.rcad and adjust the teaching of reading so

that the factors are dealt with before they create further problems. This

‘goal requires continuing research, evaluation, and working closely with

the classroom teacher.

Thus, the result of a good rqnedial reading progran wouid be ;ts
eventual diminution and thé creation of an effective preventiveptograh
that would obviate the necessity of remedial work other than what could
be doné in the classroom.

If the average class has from 10 percent to 20 percent of its popula-
tion in need of assiitangé with reﬁding problens oufside the ciassroon,
then a class of thifty has three to Qix,students who need that kind of
help. And, in a school housing 600 childrcn,.there will‘be from 60 to |
120 of them whé need the assistance of a special reiding teacher or a
reading specialist. There would be few schools, therefore, based upon

the statistics presented by Strang, that would not profit from having a

. Y . . .
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full-time remedial reading teacher operatisny within its walls.

The remaind2r of this manuscript is devoted to describing programs

and techniques helpful for a remedial reading teacher, a readiﬁg con-

sultant, or a reading supervisor whose responsibilities cover the opera-

tion of a remedial ptogran within a school building.
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Diagnosing readiﬁfb difficulties is a complicated process. How well it
is done wili often determine how effective remediation will be.

There is more to diagnosis than simply identifying the reading level of
a studeﬁt. Diagnosis involves--1) measuring the difference between a stu-
dent's level of performance and his potential ability, 2) separating and
measuring the various processes that make up his reading behavior, and 3) L

insofar as they are relevant, determing causes for his reading disability.

The process involves understanding the student in his own terms so that

the prescription leading out of diagmoéis can build on his strengths to
overcome his weaknesses.

Further, dlagn051s is not a one-time process. For the student with read-
ing disability, dlagn051s must be a contlnulng process 1nterwoven with
treatment,.

Diagnosis, of course, should nof be reserved only for the student with }?
reading difficﬁlty. 1t shoﬁld also be used as a preventivé weapon. Early
assessment, before reading instruction even begins, can help determine how
the child is oriented so that the correct dévelopmeﬁtalrreading program
can build on his strengths, whether they be visual, auditory; or a com-
bination. when di#gnosis is used in this way; it leads to diagnostic teach-
ing which, in furn, leads to individuqlized instruction as'far as is possible
within the classroom. | o

Barly diagnosis is importanﬁ,'ahd the rule is "the earlier, the better."

A four-year survey of some ten thousand children showed that when pupils
with reading problems were identified by thg second grade, they had a ten
times greater chance for successful remediation than did those who were
not identified until the ninth grade.

Every research study on the disabled reader points out that multiple

causation is the rule rather than the exception (Strang, 1969, Chap. II).%*.

. vt o oo

*Ghrxn1 " Ruth, Reading Diagnosis and Romedlathn? Newarxk, Delawar@g
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It is rare to find a child who Has wwe asteific cause and one GlulreT
reading difficulty.‘However, the nore theé causes and problems can be pinf
pointed, the better the chances for overcoming the difficulties. In remedial
programs, there is no point in reteaching the child something he has al-
ready mastered. It is far better to concentrate only on those steps in the

reading process that he cannot handle.

Leveis of Diagnosis

The depth and complexity of diagnosis will be determined both by! .the
difficulty of the problems presented by the students and by the knowledge
and skill of those doing the diagnosis. There are various levels of diag-
nosis that take place within the school cetting.

The first 1eve1 is an effort to describe rending performance on an ob-
servable response plane--strengths and weaknesses in vocabulary, word
recognition skills, sentence and paragraph comprehenSion-Aﬁunugh, for ex-
ample, 1) classroom observation, 2) teacher tests, and 3) formnl.group
standardized tests.s For Most children, this level of immediate dlagnOSIS.
can lead to immediate adaptation of teaching nethods to bnild on strengths E
and overcome weaknesses.,rhe experience and skill of theﬁclassroom teacher
are key success factors at this level of dingnosis.‘

On the second level the classroom teacher also plays a key role. On this
level, the teacher will be 1ooking for behavior that may be affecting the
student's reading. For example, if he is passive, he may not be putting
forth the effort that reading demands. An extremely limited speaking vO-
cabulary, articulation that makes him difficult to understand, and other
Speaking'clnes will indicate that the child may have trouble understanding
the words even if, somehow, he can learn to pronounce them. Attitudes,

such as a tendency to give up quickly if work becomes difficult, can be

" other clues. Attitude and personality tests can supplement observation and

can lead to motivational prescriptions to overcome poor work habits or

-
e L tudes,
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On the third diagnostic levi:, a remedial 1ead1no teacum \a._e;iinc
specialist) looks for a more specific analysis of the process of rxeading.
For instance, the process can be broken down and measured in terms of
1) accurate reception of external stimulus, 2) perception, 3) association,
4) assimilation, 5) analysis, and 6) evaluation--all leading to motor,
visual, or vocal output. It is at this level that a higher order of know-
ledge, skill, and experience are needed in order to detect the strengths
and deficiencies and then formulate specific treatments to overcome the
weaknesses. | |

A fourth diagnostic leVel'inVolﬁes the basic nental eqnipment of the
child--his general intelligence, memory, association, and reasoning. Most
remedial reading teachers do not test in these areas, for the testing and
diagnosis require special training and clinical experience. Such tests as
the Wechsler Intelligence Scale for Children can help measure these under-
'lying abilitiesi There is no qnestion that intelligence plays a large role
.'n the ability to learn to read., In fact, there are many who think it may
be the greatest single factor. Howeverx, supposed lack of intelligence is
sometimes used as too easy an explanation of- inability to“read. Many of
the standard intelligence tests'depend too largely on language; obViously,
pupils without language background or ability will score low on such tests.
Furthermore, the tests can be easily skewed by a few right Or Wrong guesses.

It is also clear, from national surveys of rcading ability, that a 1arge

proportion--perhaps as many as two-thirds--of those with reading difficulties

have normal or superior’intelligence. All of these facts should be kept in
mind by remedial teachers‘Who are looking for,explanations of reading
difficulties ‘and who are setting up cut-off Lntelligence points at which
*”ﬁ to accept or reject poor readers for speCial classes.'

There are other levels of diagnosis but thcy are, for the most part,

. beyond the scope of the classroom or remedial teacher. The deeper levels

TS S PO E SRS St
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are concerned with children whe ..y, oW Lrain damage, =0i.Cub Gl 2Ok
problems, perceptual and motor G.u. uzwasces, and other difircuivies
that can best bc diagnosed and treated in a clinical setting. (See the

second book in this series, concerning clinical treatment.)

Which Tests to Use

The reading specialist can be of great help in determining which tests
to use, either to identify children who need.remediél help outside the
classroom or to gear the classroonm developumental progiam to the needs of
the individual children. Mont‘classrqan teachers have little formal knowledge
of tests or how to evaluate their results. In many school systems, the
reading specialist conducts ih-servico programs for classroom teachers in
the area of testing.

It is especially valuable for the reading specialist to instruct himself
and the classroom teachers in the construction of and the use of informal
tests. A knowiedge of informal testing procedures will often enable a
teacher to get at a specific problem much more quickly and acuurately than
if he relied on standardized published tests,

Informal tests can be definied as thy 1oca11y constructed instrument or
technique that tries to measure a specific reading skill or behavior. These
tests may be devised by teachers themselves or may be adapted from something
that they find in a teacher magazine or in a segtion of a ccmmercially pub-
lished test. It may be especially important to use locally developed tests
in order to get at the problems of a specific population. For example,
some inner-city children ﬁay not have adequate vocabulary to handle items

that appear in the nationally normed tests presented by major publishers.

Informal Inventories

One concept used in informal testing often goes under the name, informal

o g ¢ s e e b

reading inventory. An informal inventory is a series of graded paragraphs

followed by comprehension questions. The purpose of these paragraphs is to
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find out how well a child performs in seclectioms sdmailar 0 NG, L ot

in the classroom text. Thus, paragraphs taken from readers at grades two,

three, four, five, and six may provide a teacher with an appropriate range
to test the performance of third and fourth grade students who are not too
severely retarded. The child.is asked to :ead paragraphs orally at differ-
ent levels, or is asked to read paragraphs silently, or the teachér may

read paragraphs to the chilé and have him listern and respond to comprehen-

sion questions. After each paragraph, the child answers questiocns that give
an indication of his ability to recall specific details and to give gener-

alizations and main ideas. By careful observation the examiner can note

what kinds of pzoblems a child has in pronouncing words, how fluent he is,
and what his comprehension is under various conditions. The teacher is also : j

able to determine the level at which a child seems to be able to read with-

R Re

“out help, the level at which he needs considerable help (which would be the

jnstructional level), and the level at which he simply cannot perform at all.
These levels can be contrasted with his ability to listen to a paragraph

and comprehend. The listening level represents in a rough way his capacity

for handling written maﬁ:krial once the visual or symbolic problems are

overcome.

A standardized test score from a nationally normed test may indicate
that a child can fead at a 4.2 level, but it is often difficult to determine
exactly what that level means. Most authorities in reading us the sténd-
ardized test score as a frustration level Qcore, since the child is operating

at a high energy, high concentration level when taking a standardized test.

Sois

Therefore, the 4.2 level score does not mean tiat the child's instructional
level is 4.2. It may, in fact, be conszderably lower than that. The 1nstruct10nf
’Q“) al conclusion is obvious: There is no point in trying to teach a child at

» his frustration level, because it will simply add to his present feeling of

defeat. The International Reading Association pubiishes a reading aid booklet
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on ithe use of informal inveniosivs oi o iaunosing reading poerforfieacy {(uoaee

son & Kress, 1965)%

Formal Tests
Formal standardized tests are, of course, necessary tools in doing mass

testing. For obtaining class and school averages, for establishing needs

and trends, and for use as a rough screening device these formal tests will
naturally be used. What must be guarded against is the use of standardized
tests for diagnostic purposes when thé test is not intended as a diagnostic
instrument. Most standardized reading achievement tests have a vocabulary
component and a paragraph comprehenhion component, Scores obtained on these
two components are not meant to givé preciée diagnostic information but
are merely indiqations that a child orx a class fits into a certain percentile
or grade norm on the range of scores achieved by the norming population.
School systems should consider what the norming populatxon of a standardized
test is. Most good test manuals will descrxbe the population in which the
test norms were developed. It may be that the school system does not fit
into the profile described in the test manual. If that is true, then the
norms are not quite adequate for that school populatlon and more appropriate
local no?ms should be develqped. |

Another consideration in the use of group standardized tests, and their
value in diagnosis or screening, is the kind of reading behavior they test.
when a test is used as a measure of reading achievement it is taken for
granted that the examiner feels that the test exercises do indeed represent
the kind of reading behavior he ekpects of the child. It is clear then
that a test that uses paragraph comprehenszon as the main exercise for
determining a score, in effect defines reading comprehension as the ablllty
to answer factual detail questions on a short reading activity. If the

school systenm feels that other kinds of reading behavior are as important,

* Johns on, Mmrgorle, and Kr@qd, Roy, Informal ?oad1nq Tnv@nifr‘> 5,
Pedeon by “MA Qrmetiac Yewoonntlor T Tyn ey ey
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e g oo e W e e o . . B oo T -




12

or more important, than answoering quassiooy 9 a ShoTt pawAgTafll, Ll
different kind of test should be used o Gwtermine the achlevement o lae

children and a different kind of test should be used to diagnose problems.

Blind faith in standardized test scores leads to neglect of the individual
child's specific problems, and it is clearly invalid to base a school's
corrective and remedial reading program on the scores from group standard-

ized tests alone.

" Individualized Tests ;
The remedial reading teacher should have the competency and the time to
administer individualized reading tests when that is necessary. The remedial

reading teacher should be adept at usihg informal reading inventories and

A I O =

formal standardized tests such as the Durrell Ana1y51s of Reading Diffi-

culties, the Spache Diaggostic Reading Scales, and the Gray Oral Reading

Test--all of which serve the diagnostic purpose of discovering performance,

& 8 s
o—
s

level and specific . disabilities.
There are also tests for critical 1istening, general visualhperception, :
and auditory discrimination. Iheae involve more than simply discovering that

a child cannot hear orx see well, and when disabilities in’ these areas are

discovered, appropriate corrective treatment should be prescribed. And if
disabilities are found, instruction must be adjusted to compensate for the
weaknesses that are discoveréd. Oscar Buros hasvpublished books in which
tests related to reading abilities are 1isted_and evaluated.* Ibese books
év are handy references for those who need to iocafe tests for specific dis-

abilities at specific levels.:

Environmental Factors

Ssome diagnostic information can be obtained through knowledge of the home,

o
]
Nasige”

L too. A child from a home where language is important and conversation is

a significant part of family life will usually have a much easier time

¥Buros, Oscar, The Sixth Mental Mg§§gzggents Yearbook, Highland Parik, New
Jersey, The Gryphon Press, 1965. '"




B T o 2 LR T e S

13

Jearning to read than a child who B feel 1ittle home Ghpaliuiind il
claborated language patterns.

what are the factors in the home that are most often related to reading
problems? A low socio-economic level is one, although parental attitudes
and behavior may ba more significant than the parents’ education, income,
or race. The size of the family, the child's position in it, and the
opportunity the home presents for learning experiences relevant to school
are also important. The usual picture is of a large, impoverished family,
usually mother-dominated, living in a noisy, overcrowded atmosphere that is
often permeated with an undexlying.panic.'rhe basic necessities are uncertain,
adults unpredictable, the world suspect and threatening. Commuhication is
often through gesture and other noh-ﬁerbal_means, while the language used
is terse, not necessarily grammatical, and linited in form. The home has

few books, few toys, and little self-instructional material. The children

rarely venture beyond their own neighborhood or even their own block. They

are rarely read to, and there is little contact between parent and child.
Rewards and phnishment (often-physicai) are immediate. Learning to postpone
gratification is as irrelevant to their way of thinking as iearning for
learning's sake.

In such a noisy and chaotic environment, children learn to adapf as best
they can. They may learn, for instance, to screeﬁ out sounds, sometimes only
too well. Their habits of listening and hearing, their speech patterns and
i pronunciation, may prove inappropriate to the traditional learning situation
in school. In addition, they may be undefnourished_or lacking in sleep,
inattentive, disturbingly aggressive, or ominously withdrawn. Their absentee
rate is probably high. |
kﬁ:) This generalization, however, suffers the:drawback of all generalizations:
It is just that and ﬁothing more. It points with accuracy to no individual

case. Some children of poverty nave learned to read easily despite economic




deprlvatlon, some economically icitGiu CRdsE NOMES are as varren of
cultural advantaqes.as the poorest. Middle class parents, whose anxiety
about their child's progress in school takes the form of reproach rather
than encouragement, may contxibute-#s quch to ‘heir child's reading

problems as lower class parents who were dropouts and whose hostility or

lack of sympathy toward schbol is reflected'iﬁ their child's attitude.
Data about the home and neighborhbod envixonment,.then; can offer sig-
nificant insights into learniné--study habits and motivational drives-=-
important factors in the treatment of any reading problem.
The diagnoses suggested so far are all based on the presumption that the

child has some personal disability. It is entirely psssible, of course,

that the disability lies with the teacher. Sometimes personality traits e
of a teacher impede a child's learning. There is no question that teacher
competence in readiﬁg is a major facfor in some children's inability to
read. The reading specialist for the school should be aware th#t a teacher's
1nte1119ence, emotional stability, teaching competence, knowledge of.

reading, and other factors may interfere with a child's learning to read.

A PN R SRS TN p

] It may help teachexrs to observe master teachers as they conduct reading Y
lessons, and certainly a contihuing jin-service program can provide foxr cer- )
tain professionél inadequacies and can keep teachers abreast of new de-
velopments.

Diagnosis within a school involves the use of formal tests, observation,
and trial and error.

Several research studies suggest that daily observation by trained teachers
who can respond immediately and direétly to childrén's strengths and dis- ' {

abilities in reading are as effective as, and much more practical than,

A~
o

Y elaborate test batteries. This is not grounds for throwing out all diag-

nostic tests. But it does indicate the vital need for further training in
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obscrvation, both for the classrodi. wdsiar and the remecial teacihor.

The Use of Tests

No test, of coursé, ie any good if the results are not properly evaluated
and then put to use. In far too many schoolé, however, the practice is to
"test, score, and file." |

Sometimes, the problem is that ﬁhe test is given at the wrong tiﬁe of the
year. If the children are tést;d in the.laté spring, there is no possi-
bility of reforming teaching or remediation for that year on the basis of
the tests. |

Sometimes teachers don't bélieve ih tests. They admiﬁister'them because
they are told to but they do pot reli‘on fhe results.

Sometimes no one knows how to intexpret the resulfs. Without a skilled
reading specialist, and without.time set aside for interpxetation, tesfs
become liable either to misinterpretation or no interpretation.'

wWwhen the proper tests are given'and properly interpreted by specialists,
then the test results can be used in many ways by both the classroom teacher
and the remedial reading teacher. The resuits cah be usetho-- |
diagnose individual and clasé weaknesses and strengths
revise the developmental program to overcome weaknesses
. help in the selection of‘supplemental materials
help in grouping for reading; both in the classroom and in the remedial
program
. evaluate the teaching performance
. screen candidates for remedial and for gifted classes
. set up specific skill goais for the child to achieve
There is a tendency for administrators to cbmpare the test results of

their schools with "the national norm. This may be an unfair comparison,




rrrrr

because the norming population ful net voseable the local school populiatiil.

If a school administrator were tc report that the children are, by and

large, encountering great difficulty in reading up to their potential, and

use such a report as an argument for more funds for reading materials,

remediation, and in-service training of reading instructors, then there would

be point to the report.

B i
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111 TREATING READING DISABILITY

There has been much more research in diagnosing reading disability than

in treating it. Most of the information available on treatment comes fram

case histories gathered in the field. There are Stlll far too few controlled

research experimgnts in remedial‘rggding. To offset this gap in knowledge,
valuable information is beginning to come ftom‘experiential activities as
school systems discover @ethods that are working. | "
Some treatment of'reading disabllity can be dome in the classroom. Class-
room techniqﬁes are described in another book of this series directed to
the classroom teacﬁer. In genexal, classroom correction is directed toward
the disabilities dlscovered by the first leVél of diagnosis; that is, weak-
nesses in vocabulary, word recognition skilla, and sentence and paragraph
comprehension. Through a combxnatzon of observation and tests,'and with the

help and guxdance of a readzng consultant, the classroom teacher discovers

the specific skill dlsabllztzes a child may have and takes 1mmed1ate steps

to help overcome them, through 1ntroduction of new materials, emphasis on

self-pacing, or repetition of activity already glven to the child.

For more complex diagnosis and t:eatnent, it is more 11ke1y that the
child can be best helped by removing him from the classroom for a certain
périoq each day toﬁrepeive specific instruction from a rémedial teacher. His
disability will dete:hine the'natute of the.remedial effort. Hence, it is

important that the disability be diagnosed accurately.

Bétablishing the Need
The need for a remedlal reading program for a school is not always easy
to determine. For one thzng, the school admianistrator may be reluctant to

suggest the possibility because of a lack of funds. For another, the

classroom teacher may somehow think that the necessity for remedial 1nstruct10n.i
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is a reflection on her abilitics srd, -aevefore, does not bring reading
disabilities to the attention ol tae administrator. A third roadblock
toward establishing the need is the shortage of trained personnellwho
can initiate a remedial program. |

The most widely accepted methcd'of determihing the need for remedial
reading programs is to conduct a survey of the ‘reading abilities of the
children. This kind of survey can be done through group testing, using

such instruments as the Stanfcrd Achievement Tests or the California Read-

ing Tests, and can be carrled out in the classroom under the direction of

the classroom teacher. The reading survey will not be:a dlagnostlc study,
but it can ideutify those children who,}duevto some dlfflculty, show dlse
crepancies between their readiug achievement and their cafacity. Results
of such a survey can be used by a read;ng spec:allst to recommend specific
ch11dren for further diagnosis and to point out the need for a remedial
program in the school.

It is important for the classroom teacher to be fully informed of the

results of the reading survey. The reading specialist and the classroom

teacher can cooperate inyproposing a remedial program based on the survey

results and on observations made by the classroom teacher.

Selecting the Children
The informal reading survey. is only ‘the first step. It 1uent1f1es by a
gross measure students who appear to be readmng below their grade level.
The next step is to test capacity or mental ability. Scores from group
intelligence tests are only approxlmatxons of the chlld's true ability but

it is another index to indicate whether the child needs remedial help.

On the basis of the reading test and the mental ability test, the reading

specialist can indicate those who'appear'to need and would profit by remedial

help, and what priority they appear to deserve for such help. Bond and
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‘inker, in Reading Difficulties: Thelx Q&ﬁymﬁgagjgygé}wgt ey, o

outline a formula for finding reading expectancy levels using IR scores

and school grades (Bond and Tinker, 1967, p. 93).% The specialist can use

this formula and then compare it with a reading level as reported by the
reading test. Such a comparison will help determine priority ranks for

those children who need reading help. By simply giving a "1" priority to

those who seem to need most help, wan for for those next in order, and "3"

for the least disabled, the school will have some measure of how many children
might benefit from a remedial piogram. space, fund, and time limitations

will probably prohibit offering help to all who need it. Therefore, the ;
priority listing becomes important. For those who need help but have lower
priorities, the reading specialist can work with the classroom teacher in

devising methods and locating materials that can be used in the classroonm.

The Remedial Classes
On the basis of the initial diagnosis, the remedial teacher should deter-

mine how the children should be gzouped, how often they should meet, and

for how long.

Since the children are unlikely to be homogeneous as far as reading {
abilities are concerned, the smaller the grbﬁp the better. Ideaily, each ‘
child should receive individual instruction, but the realities of time and
personnel are such that that is xarely posqible. Most authorities recommend
groups of two to six, with ten being the maximum usually considered. (Harris,
1961, p. 303).%* A small group of six to ten enables the remedial reading
instructor to give individual attention to all the pupils. It is generally
accepted that the remedial reading instructor siould have a maximum,case
load of fifty children. With more than that, there is no time for proper

maintenance of records or for communication with the classroom teacher who

¥Bond and Tinker, Reading Difficulties: Their Diagnosis and Correction,
1967, p. 93

ase Reading fbility, New York, David McKay Co.,

e o Ty a— —

#*Harris, Albert, How to Incxe
Inc., 4th editior, 1961
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has the task of reinforcing the skills tearned once the child is back in

the regular classroom.

Opinions differ as to how often the remedial classes should meet. Some
hold that half-hour classesvonc; a day are better than hour-long classes
every other day. Others believe that little can Se accomplished in a
half-hour. The nature of the disabilities and the teaching style of the

remedial instructor will jnfluence the decision.

There is also difference of opinion as to whether to group children
by sex orbty age. In most cases, there will be many more boys than girls E
in need of remedial help, perhaps twice as many. Whether to have all of

the girls at a certain reading level together, keeping the other classes

exclusively male, or whether to mix the classes is a matter of prefarence.

Psychological factors may lead toward grouping according to age, always

considering reading level as well. If an older boy, for instance, who

may be reading at the pre-priner_level, is in with a class of first-graders

he may become so depressed about his ability that it will be impossible
for him to be helped.

some remedial teachers prefer to mix abilities. For example, while most
of the remedial class will be able to read comfortably at a certain level,

it may be helpful to have one or two who are below that level and one Or

two who are above it. The majority then have leaders who can set goals,
and the slower students can learn from those above them in ability. Again,
the research is not definitive in this area and the pragmatic approach

of doing what seems to work is the usual one followed.

Space for the program is a factor to reckon with in most schools. It

is not unknown to have remedial reading clastes meet in hallways or
boiler rooms. Obviously, the discomfort, lack of good lighting, and un=-

attractiveness of such learning conditions will handicap a program. Many
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new programs are conducted in trailers in the school yard. bSome are neio
in assembly rooms that aré partitioned of f to‘create small classroomi.
In general, it is good to have a few.visual and auditory distractions as
possible. Remedial teachers. sometimes prefer rooms without windows and

with carpeting for this reason. A small room or trailer, with just enough

space for the pupils' chairs and a few piece§ §f equipment, can be made
cheerful and intimate. What is needed is an ehvironment to stiﬁulate
learning and thi; will differ according to the ages Qf the pupils, their
disabilities, and the nature of the teacher, the equipment, and materials

to be used.

The remedial program should not only result in the improvement of skills,

but ih better attitudes toward reading and toward oneself. If attitudes
change, then progress is more likely to continue long after the speciail
ijnstruction has stopped. Many children who cannot read are convinced that
they cannot learn. Their first requirement is for success in reéding..
This they can get from a skilled specialist who can seiecf matefials\and
try techniques wifh'which the child can have immediate success. He then
begins to think of hinself’As a reader and this modified attitude will
carry him through more difficult steps.

Reading speci?lists across the United States generally approach the
tasks of diagnosis and treatmént by 1ooking at nafrow.groups of skills;
for example, the jdentification of short vowel sounds and their letter
symbols. This approach énables the reading feacher to establish clear
performance goals and to lpok for very particular techniques and materials
to accomplish these goals. As part of the research on how to overcome

specific reading handicaps a representative group of techniques and ma~

terials were collected and classified. Samples of these items are given




16 the appendix, and remedial reading teachers and classyowui .edneds

may find in these samples some guidance in treating skill deficiencies.

In the appendix, reading skills are q&;ssified as follows:

Perceptual Skills Comprehension Skills

. auditory skills . words

visual skills . sentences

. motor skills . main ideas

wWord Identificéticn'Skills 'A . generalizations

. sight vocabulary Rate of Reading

phonics skills Oral Reading Skills

structural analysis skillé

. context skills

syllabication skills

Also contained in the appendix are suggestions for individualizing in-

struction. Even though most remedial reading teachers meet with relatively

small groups, they need continuing encouragement and guidance in individu-

alizing within the small group; otherwise the children may receive only

whole group jnstruction while seated with three or four other children.

Checklists, record-keeping forms, and smail group management techniques
are included in that appendix.

: Special Equipment and Materials
urally

The equipment and materials prescribed for any child should grow nat

the diagnosis of his reading disability. For example, diagnosis

out of

tory stimuli. It is

may indicate that the child learns best from audi

esent him with materials that

obviously a waste of time and effort to pr

fg J are primarily visual, at least until he can develop some visual skills.

w on the market that cater to the various learning

There are materials no
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styles of children: kinesthetic materials such as letters made of sand-
paper that the children trace witﬁ their fingers, word and letter and
phonics charts that make use of color for the visually orieﬁted, tépes
that train for auditory discrimination, tach;stosc0pes that retrain eye
muscles and movement, and a variety of games that are designed to increase
a child's ability to coordinate eye and hand movements oOr ﬁis sensé of
spatial relationships.

1t is generally agreed that the materials in a remedial program should
be different from those with which the child has already failed in the
classroom. Therefore, the remedial class might use a basal reading series,
but it should be different from the cne used in the child's class.

variety is another characteristic of regding materials in the remedial
class. With a variety of materials, the child is more likely to find
something that reaches his skills and his interests. Furthermore, supple-
mentary reading texts, trade, or library books that have high interest
but require low reading skills can supplement or replace basal readers.

Ooften, teachers find that the exact materials they would like to have
do not exist, and so they make their own. Children, too, can participate
in the making of materials for themselves, such as word boxes in which
they keep words they haQe learned and which they use as the basis for
writing stories. |

The cost of materials and equipment for renedial reading is usually
shocking to a school administrator who may have been budgeting as little
as three dollars per child per year for textbooks. It is possible to
spend thousands of‘dollars on materials and equipment quite quickly. How-
ever, especially in the case of such expensive equipment as a tachisto-

scope or a tape recorder, the expenses are non-recurring and, when spread




out over thousands of children and many years, are relatively smarl n
the long run. The usual remedial reading class would probably need at
least $2,600 to $3,000 to equip jtself originally on a modest scale. The
cost, of course, will depend on the numbers treated, the seriousness of
the disabilities, the goal of the program, and, to an extent, on the
preferences of the reading teacher. On the latter point, it is a waste
of everyone's money to buy equipment for a teacher who prefers to prepare
his own materials or use commercial books and games. The choice of
equipment and materials should be made by the reading specialists and
not by the administrators, who ordinarily are not reading experts and

who are not going to have to use the equipment to teach.

Guidelines

Those who have visited remedial reading programs have noted some posi-
tive influences that make them effective. These may be helpful fo a
staff wanting to initiate remedial ins truction.

. First of all, the effective programs have well-defined philosophies
which were established cooperatively by administrators, supervisors,
classroom teachers, remedial instructors, and speciél personnel.

. The good programs recognize that an adequate diagnostic program is
essential to a good remedial program, using individual and group testing
procedures to evaluate pupil achievements and needs.

. The remedial program is effective to the degree that it is related
to the capacity of the student being helned, to the nature of his diffi-
culties, and to his interests.

. Effective programs involve children in reading a&tivities that stimulate
their self-confidence and self-direction, thereby improving their self-image.

. The most effective programs give attenitior to the students who are

not reading up to their potemntial, even though they may be reading at grade

1evel, as well as to the students renading below grade level.




.major work. They have daily planning and conference periods, as well g

. Procedures for Selection of pupils for special help are carefulily
outlined and not confined only to reading level.

. Qualified reading personnel are available to help students with
varying degrees of reading handicaps.

. Classroom teachers are taught to recognize deficiencies in reading

and to modify their instruction on the basis of classroom diagnosis.

L a5 o e

. A small teacher-pupil ration, witn no more than six to ten pupils,
is most effective in remedial classes.

. Each remedial instructor has a centrally located room that is

o BE TR N

confortable, attractively furnished, and with adequate teaching, work, and
storage space.

. A suitable library area housing books appropriate for many individual
differences is readily availabié.

. Reading teachers have no duties other than those related to their

as fime to serve as resoﬁrce personnel and to ‘introduce new procedures
and materials to colleagues. They have opportunifies to exanine; evaluate,
and recommend materials.
. Parental involvement is'encouraged through PTA, neighborhood meetings
and frequent conferences with parents of chiidren in the remedial program.
. Effective appraisal techniques are included fron the beginning of
the remedial program.
. From a long-range point of viéﬁ, the prevention of reading problens
is more important than their correcticn. Identification of potentiai
reading failures takgs place as early as possible. Provision for special
help for children experiencing minor difficulties is undertaken early,

before the problems can become more severe. ;




Successful programs are characterized by good communication with

school administrators and close working relationéhips between remedial

and classroom reading teachers.

L

- i

i XY, AT

bk nct g

O




1V PATTERNS FOR HANDLING READING DISABILITY WITHIN A SCHCOL

Every school has some netho& for handling remedial reading. At the
least helpful end §f the scale is the old-fashioned, ineffective‘nethod
of simply keeping the slow learners after school_to getAmore of the
same from the classrooﬁ teacherf Not only do the teaching methods and
materials that didn't work the first time usually not work when applied
in extra d§ses, but the child's opinion of himself sinks even lower
as he faces what he can only regard as punishment for his stupidity.

The premise of suéh after-schodl work may, in all fairness, be a
good one--that the child requires individual atteﬁtion and.extra con=
centration on specific skills. Some aéhooii, :qcognizing those needs,
provide tutors--éither paid aides or‘ﬁlder student#--to give extra
attention And help to the ﬁonreadexs ind slow readers. Tutorial programs,
particularly if the tutors are informed and guided by réading specialists,
can be extremely beneficial.

The most effective progfdms at the other end of the scaleJ/;re conducted
by reading specialists wérking cooperatively with the adninistrators
and classroom teéchers in an informed, structured program that falls
within the school day. Usually, the children attend the remediai program
at times set aside for classroom work in the language arts. The schedule
is conscientiously arranged so that the children do ﬁot miss classes
they enjoy, such as music, art, and physical education, and which, through
training in auditory, visual, perceptual, and coordination skills,
actually help remove some.of their reading disabilities.

Most current school remedial programs fall between these two extremes.
For one thing, the acute shortage of reading specialists prevents, in many
schools that have the desire and the financial ability, the hiring of

directors for their reading programs. Instead, they rely on teachers who
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have been effective classroom instructors to head the remedial efiort.
Many of those teachers, realizing fheir own lack of information, take
courses in reading and, through profesiional reading and workshops, try
to make up for their own shbrtoomings and lack of knowledge. Those who
have seen them in practice are impressed with their enthusiasm and with
the.efforts they are»nakiné to prepare fhéhéelves professionally for the
assignments thrust upon thenm.

Coordination between the remedial teacher and the classroom teacher is
acknowledged to be the keystone, particularly if the problems are ever
to be prevented. Coordination is an acknowledged necessity but, in
practice, it doesn't always occur. When it does not, the reason usually
is that it is not conscientmously planned for from the start. Full
coordination requires free time for both the reuedlal_teacher and the
classréoﬁ teacher, and that is in short supply in every school. Unless
such free time is built‘into the schedule, with replacenent teachers or

aides hired to serve as replacements while the teachers confer, the time

vaporizes and the coordination néver takes place. Coordination also re-
quires full sharing of knowledge, so that the remedial teacher knows
what is going on in the_deveIOpnental prograa in the c1£§sroon and the
classroom teacher knows tﬁe goals and methods of‘the remedial program;
In-service programs can help with thi; sharing of knowledge.

It is evident from the above that the reading specialist must work
closely with the school prihcipal té'effect n.good fenedial :éading pro-
gram. The principal nust see that there are channels in which the teacher
and the reading specialist can commnnicate. He must see that the readlng

f(~3 specialist has access to records and to class observatlons. In-service
training is likewise the principal's responsibility. He must either do these

things or delegate the responsibility ot the reading specialist. without

a2 clear-cut sense of responsibility and authority these changes in coordina-

P
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1The second ingredient of the effective program ig Folauw~ LGl
Children attend the remedial program, make great strides, and then
little is done to reinforce their new, good habits or to provide then
with additional help as they encounter new problems in regular classes.
The remedial reading teacher should provide the classroom teacher with a
plan that will carry the student through adc¢iitional growth activities
Some schools bring students back for a progress report after six months.
This check point enables the remedial teacher and the classroom teacher
to evaluate the student's plan and his progress. It also reminds the
classroom teacher of the need to continue corrective activities in the
classroom. Part of follow-through, too, would be a check on how such
remedial children fare five or ten years later. School systemas appear
to regard such folléw-through only as a desirable luxury for which they
lack the time, personnel, and money. Ultimately, of course, such evalu-
ation would provide some evidence about the long-tern Qalue of remedial
procedures.

Despite the shortcomings of current practices, the most notable
characteristic of renedial reading programs in the schools today is
increased activity. Something, at last, is being done. And in many
places what is being done is carefully planned, skillfully exeCut;d, and
remarkably effective. Furthermore, some of what is happening can be
emulated by other schools, even without large expenditures of money.

It is difficult to find patterns in a dynamic field that has no classic

models, but some patterns are emerging. Oxrdinarily, schools try more thann

one thing at a time, so if a school is mentioned here as being involved

in one aspect of remedial work, that does not necessarily represent its

total effort.

Reading Coordinator

The reading coordinator functions as a kind of cervice person for the
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ciassroom teachers in his building. He helps with the dilagnus.s O
difficult reading problems within a classrconm, sﬁows tﬁe teacher how
to group children according to given needs, teaches demonstration les-
sons so that the teacher will lmow how to cope with the same kind of
thing in the future, does &one remedial teaching where certain cases

indicate that no learning is going on within the classroom, tutors,

acts as a kind of curriculum advisor and consultant for the principal,
tests and places new students who enter the school, and interprets the
reading program to the parents and community. In addition, the reading
coordinator provides supportive help to probationary teachers, upon
request.

within this general framework, the reading coordinafor may have
opportunities to do many other things. Naturally this depend§ upon
the freedom that the principal gives the coordinator. Some coordinators
have started what they call Reading Adventure Rooms. In these rooms
paperback books are available for children as well as adults. These
rooms are open before, during, and after school, and the restrictioﬁs {
on tcking books out are much less than in most }ibxaries. A librarian
is not there to catalog or guard the books. Occasionally, the reading
coordinator puts ouf a plea for the_re;urn of books but there is no
other pressure on people to sign out for books or to return them within
a given period of time. &

Detroit's reading coordinator program was iindtiated by a group of class- '
room teachers who met togqﬁﬁér informally to discuss some reasons that }
their students did not learn how to read. They convinced their principal ‘
that he should let them try some different ideas. From that small begin-
ning in 1959, the program expanded to include 37 schools, and the original

remedial reading teacher has become a reading coordinator.




The reading coordinator functions as a service perscn for lioe Cilosuidui
reading teachers in her building. She helps with the diagnosis of
difficult reading problems within a classroom, shows the teacher how to
group children acéording to given needs, teaches demonstration lessons go
that the teacher will know how to cope with the same kind of problem in
the future, does some remedial teaching in those cases where no learn-
ing is occurring within the clasroom, acts as a curriculum advisor and
supervisor for the principal, tests and places ncw students entering the
school, and interprets the reading program to the parents.

Some of Detroit's coordinators have started Reading Adventure Rooms in
theix schools. In these rooms, papetbgék books are available for the
children as well as for the parents. The rooms are open before, during,
and after school, and there are few restrictions on taking Looks home.

In-service training includes a three-week workshop for coordinators, a
one-weck workshop for principals, and a one-day workshop for the entire
school staff. The very existence of these elehents in the in-service pro-
gram affirms the need for all these peorle to do their parts in the
development of good readers.

There are both tangible and intangible benefits from the program. Some
principals report reading improvement of all children, with one principal
stating that, for the first time in 12 yeﬁrsv the children in his school
scored near the national average on standard achievement tests. More
difficult to define is a kind of stability that the‘coordinators»have
brought to reading instruction within a school. The unanimous enthusiasm
of classroom teachers and principals for the program is another measure

of its success.

Programed Tutoring

Tutoring with a difference is having dramatic results in forty schools

in Tndianapolis and in a school in Bloomington, Indiana. Called pxooraim. i
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tutoring, the system was developed by Dr. D. G. Ellson and two of his
assocjates in the psychology department of Indiana University.* Through
the program, the least able reader in the class is able to become as
proficient as the average studant.

Programed tutoring uses relatively untrained tutors, including house-
wives and students. The tutors are given co-pletelyAdetailed lesson
plans from which to work. They see no more than 15 students a day and
give 15 minutes of individual attention to each child. The programed
instruction stresses sight readiné, comprehension, and a simplified
form of phonics..The tutors make no decisions on their own, but follow
the detailed instructions to the lette;. To guard against inflexibility,
the programers have made alternate responses available for use according
to students' reactions.

Those children who are in the lowest 25 percent of their reading classes
are enrolled in programed tutoring. These children report to their tutors
for 15 minutes each daf. Meetings may take place at tables placed in

corners of classrooms or in small rooms available in the school building.

Using Phy EBd
A unique plan for perceptﬁal training is being tried in Niskayuna,
New York. It was devised by the physical education coach in an elementary
school, working with the school psyéhologist. the principal, thé kinder-
garten and first-grade teachers, and teachers of speech, music, ana art.
The idea is based on giving the child just beginning to learn to read

some nxperiences in motor learming, tactile sense, perceptual training,

#Ellson, D. G.; Barber, L; Engle, T. L.; Kaxpwerth, L.; Programmed Tutoring,
A Teaching Aid and a Reading Tool, Reading Research Quarterly I, Vol. I,
NO. 1, 1965, pp. 77-1270
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and eye-hand coordination. The teachers all feed into the program ideas
on what the child will need, such as left-right awareness and concepts
of space, and the physical educatim program is formulated for these
specific skills. From the child's point of view, he is simply having fun
and is unaware that he is being "taught."

According to the physical education teacher, his classes heretofore
"have had little thought. process. We were used to telling the children
what to do without thinking about why. Now we are giving them probleu- o

solving games that have some content.” P

Small Group Remedial Work j

Many schools have small groups of students taught by remedial teachers

in a small room on a dialy basis. Anderson, Indiana, provides a good

z(”} example of one such program.

The Ande son program is administered from a central office by the
director of curriculum, but each remedial reading teacher works in only
one elementary school and is responsible for treatment of moderately
severe reading disability within that school building.

The children are selected in an informal manner. Classroom teachers
select those who are falling too far behind in reading to do adequate
work in the classroom. The remedial teacher then tests the children
ithrough an informal inventory, giving more formal tests only when they
seem necessary.

Eight children at the most come to the remedial teacher for 20 or 30
k minutes a day, four or five days a week. (The schools differ on the

length of the period and on the frequency of the meetings.) The children
' come on a grade-level basis, which presents some difficulties since there

iswually a wide range of ability. This necessitates working individually

_with each child for part of the period.
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in one of ihe schools, the remedial reading teacher teaches Toul duye
2 week and uses the fifth day to construct tapes for the chilarea who
do not attend the remedial classes but need some exercises that the
classroom teacher does not have time to give.

The factor that makes the Anderson progrom effective is the personal
contact between tﬁe remedial reading teacher and the classroom teacher.
working together, they handle the selection, evaluation, and reorienta-
tion of the child.

A team of university consultants helped design the program and did some

of the initial training for it. School administrators now wish they had

asked the consultants to devise a more complete evaluation phase. However,
a pre-test and post-test comparison of scores shows that there has been
sufficient growth on the part of the children in the program to warrant

its continuance.

Student Tutors

An elementary school in San Be;nardino, Caiifornia, is trying an ex- f
periment with forty children who afe non-readers. g

In a large room with 15 smnl; tables, teams of two children sit op-
posite each other. One is a nonreader, the other a junior high school
student-tutor. The student-tutor uses a wide variety of techniques,
including flash cards, visual-audio-kinesthetic-tactile (VAKT) materials,
and kits for teaching children a second language, to drill their pupils
in specific skills. Nonreaders may come to the room as often as three
times a day, with classes held continually for five S55-mihute periods
every day. The classroom teachers or the counselors refer the children
who need hlep to the specizl classroom. When they arrive, the teache? in
charge assures them, whatever their problems, that they "will learn to

read. "




The student-tutors are selected on the basis of their academic ability.

They also must have exceptional "citizenship™ records and near-perfect
attendance. The enthusiasm and determination of the student-tutors are
evident in the seriousness with which they approach thgir responsibili-
ties.

A special library has been built for the program, so that many books,

games, newspapers, magazines, and other materials are readily available.

The children are given tests four times a year to chart their progress
and attitudes and have shown improvement in scores on The Gray Oral
Reading Test and on their report cards.

The student-tutors meet together every Friday for an in-service session.
Their tutoring work is an elective for which they get credit. Some of
them have been hired by parents to do further tutoring in after-school
hours. Besides an intemsive pre-training course, the teacher in charge
works with the student-tutors before and after school and during lunch

periods. The best of the studemt-tutors, in turn, help train new tutors.

Reteaching of Reading
San Diego, California, has a project called "The Reteaching of Reading

Program,” whose purpose is to offer a varied and flexible approach to

reading for pupils of average ability or above in the primary grades,
with special emphasis on grades two and three. It is a remedial program
but it also aims to prevent serious retardation later on. Many of

San Diego's schools have a high peréentage of Mexican children, which

contributes to the reading problems because English conversation at home
is the exception.

The remedial reading classes are composed of eight to ten primary
children with deficiencies in word recognition and comprehension skills.

The program offers them more experience in sequential and systematic
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reading instruction at their individual reading levels. Most of tne
children have an IQ of at least 80, and they are usually one to two
years below their grade level in reading. They are éelected principally
on the recommendation of the classroom teacher.

The remedial classes are conducted in a variety of places. In one
school, they are housed in an annex across the street from the ele~
mentary school, in another school, in remodelied closets. Not much
space is needed--room for six or eight small chairskfor the pupils, a
corner for books and a phonograph, a chalkboard, and a teacher's desk,
since the rooms are used by the remedial teachers as offices for
individual conferences with the children and with their parents.

One principal said that the program was one that any competent class-
room teacher could handle "if she had the time and a little training."
Aciually, the remedial instructors, for the most part, have had long
experience as effective teachers of reading and have also taken ad-
vanced college work in reading. The three institutions of higher education
in San Diego, especiall} San Diego State College, offer a wide array of
in-service credit courses, including some in tﬁe teaching of reading.

The children go to the remedial classes for 40 minutes every day and
usually remain in the program for ten weeks, although it is not unusual
for a child to remain'in the program for the entire school year. He
leaves when both the remedial teacher and the classroom teacher agree
he can now handle the same work that the resf of the children in the
classroom are doing.

The program is Sstrongly phonics-oriénted. Also, great efforts are made
to get the children to use language orally. Toward that end, phonograph
records are used for auditory training, and experience stories make up

a good part of the curriculum. A typical exercise is to pick out word




cards and then, in turn, make up sentences using the words., The remedial

rooms have many more materials than the usuval classroom. Not only are

e child uses in his

there basal readers (different ones from those th

nterst trade books.

classroom) but also transparencies and high-i

One of the many gecod features of the progranm is an excellent teacher's

guide for the remedial instractor which was prepared by the staff.

It gives theory as well as practical suggestions for teaching specific

skills.

A Saturation Program

The Los Angeles City Schools have many and varied remedial and preven-

tive programs.

reading coordinatofs. They

For the elementary schools, there are six

in turn, work with the

work directly with 200 reading teachers who,

classroom teachers. Four reading teachers are assigned to a school. Be-

sides working with the classroom teachers, informing them of new methods,

materials, and techniques, they work with the children who have reading

disabilities, six to eight children at a time, 45 minutes to an hour
children who are

a day. One result of the remedial classes is to take the

performing least well out of the regular classroom during the reading

period, leaving only 22 children of about the same reading ability for

the classroom teacher.

The reading teachers emphasize self-image, attitude toward reading, and

reading skills, especially with the first-, second-, and third-graders.

The classroom teachers make the referrals to the remedial teacherxrs

and some motor, audio,

who give the children a word recognition test

and visual perception tests. The ones selectad are those thought to

be able to profit most from the special classes.

Each remedial teacher uses the approach she finds most congenial and

:e}

7 s on phonics and oral laninasd

ti g0, Tene lly, there Is embha
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with experience stories frequently used.

In some of the schools, the entire school population is given an informal
reading inventory. Summary sheets on the findiﬁgs are then given to the
classroom teacher and help is given him on.how to capitalize on the
children'slstrengthc and compensate for their weaknesses. Sometimes, the
remedial teacher works in the classrooms with the teachers, especially
with the new ones, to demonstrate materials or techniques.

Communication with the classroom teacher and with the parent is stressed.
In-service classes and_workshops are held in some cases as frequently as
once a month. Parents are encouraged to come in and discuss their childxen's
problems. Mexican mothers, in particular, who traditionally do not.work.
outside the home, are often used as volunteer tutots for the children.
Some parents come to the school to get books for themselves or their
children. )

Scheduling is a problem, as it is fo; any remedial reading progran.

Espec ially in schools that are t;ying many new enrichment‘programs; the
trick is to get the children_at a time when they will not be missing some

other activity that would be‘just as helpful to their development.

! . M
N : . .t ’

Junior High Special Class ' S

In one Mexican neighborhoad 6f Los Angeles, a special program is offered
for junior high school students who are reading as poorly as the first-
grade level. In a carpeted, air-conditioned bungalow that lopks like a
quonset hut from the outside, everything has been done to provide a
quiet, attractive, pleasant atmosphere for learning. The bungalows are
called Student Achievement Centers. |

A multi-media approach is used, with emphasis on oral language. Classes

are small and last an hour a day, five days a week. Five "graduates" of
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in one Mexican neighborhood of Los Angeles, a special program is offered

for junior high school students who are reading as poorly as the first-

grade level. In a carpeted, air-conditioned bungalow that looks like a

Quonset hut from the outside, everything has been done to provide a
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A multi-media approach is used, with emphasis on oral language. Classes

five days a week. Five ngraduates™ of

are small and last an hour a day ,




the class are working as student aides, helping the teachers anc ae
other students. One of them, a Mexican boy, worked himself up from
first-grade to fourth-grade reading level during one year in the program.

Films, games, tapes, and a wide variety of books, magazines, and
teacher-written materials are used. Generally speaking, the teachers
find they cannot rely on commercially-prepared materials because those
of high interest are too difficult for the poorest readers. The staff is
writing materials that are tested in the bunéalows, revised, d then
mimeographed or printed for teacher use.

"Every book lms one page we can use, " said one of the teachers. Like
many of the other teachers, he finds mechanical equipment to .fast for
many of the students. "They have to learn to walk first," he|said. The
choldren are taught phonics and other word analysis skills through the

use of workbooks that give them a great deal of repetition.

i
|

The big problem is motivation. Once the children have a little success,

they tend to move rapidly ahead.

WOrking with Parents

Home contact is felf to be very important in the Los Angeles effort to
improve reading. The remedial reading'teachers make home visits for everﬁ
child in their remedial classes..Teas and other social events are planned
to bring the parents into the échools.

As evidence of thg parental interest, one schéol offered a sixteen-week
course for parents cailed, "Helping Your Child Learn to Read." Despité
the fact that the evening sessions ran as long as two and a half hours,

there were few "dropouts."

Full Use of Equipment

Using mechanical equipment to help teach reading is often a matter of




toacher prefervence. If the teacher Is set against using it or Iif waere ces
been little or no instruction in how to use it, chances are that any
equipment purchased is gathering dust.

But as teachers overcome ar.y initial fears they may have about machines
and as they are taught how to use them, they are discovering their
potential for helping children learn to read. As a rule, children love
machinery--the more complicated and the louder it is, the bétter. Those
who have seen such equipnent used lknowledgeably and skillfﬁlly do not @
doubt its value--at least its motivational value. o |

Visitations were made to two California schools where nachines are used

well. In the Oakland schools remedial classes for one elementary school

are held in a trailer in the school yaxd. The trailer is filled with
equipment, including a tachistoscope, a controlled reader, a standard

typewriter, tape recorders, a record player, and teaching machines for

programed learning. A child hao a fairly free choice of what to use. He
might choose to put'on a record and dance out a.story. He might decide
to write his story on the typewriter, or record the story and listen to
the playback. Th‘ children conme four days a week to work oA their reading.
One reading teacher makes it a point to go to the school for coffeé every
morning, giving her a chance to meet with classroon teaghers. Despite
the freedom given the children in the trailer, the teacher tries to steer
thiem to the equipment or books that will htlp‘thém most in the skills they
lack. |

A school in Richmond, California, uses a portable building for its
remedial class. Second- and third-graders there ai; given two diagnostic
tests, one to place their‘reading levels, the ofher to locate skill
weaknesses. Three teachers work in the portable building, each taking

a group of six to eight children at a time. The idea is to do saturatiom
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remeding work (or these children sather than spread help out oveyr Lae
whole school. Particular emphasis is placed in visual and aud.toery poi-
ception training. VAKT techniques are used. The most noteworthy piece of
equipment is a large console composed of tape recorders and several tape
deéks. Individual hoorups to tapes are available, giving the console its

name, listening center. Children sit at the console and the teacher tunes

them in to a tape,.seleéted from approximately 250 available tapes, which
will help them with their individual skill work. The room has all kinds

of games, charts, overhead projectors, and books. In all, there is about
$10,000 worth of equipment and materials in the classroom. Even with all
of that, however, the three teachers have discovered that some of the most
useful materials are things they make themselves for specific children
with specific ﬂeeds. nIt's the little things you do that count," said

one. Improvement in the children will range from six months to two years
in reading ability. (Suggestidns for teachef-made tools can be found in

the appendix.)

Compensatory Programs

San Francisco offers a good example of combining remedial reading with
compensatory education for disaanntaged childrén. The children who are
having the most difficulty with reading in the elementary schools are
sent to a compensatory teacher for an hourx a day. Each compensatory teacher
has about five groups a day, teaching abbu; sixty children in all. |

In generai, the compensatory teachers follow their own specialties and
the interests of the childrén in establishing the content of the classes.
One may concentrate on photogfaphy, another on botany, while another may
deal with Negro heroes or ancient civilizations as the handle to motivate
the children. Ohe class has been focusing its attention on a baby chick
that has been a member of the class since it ﬁas an egg. Field trips to

whet appetites for learning and to provide content for stories, plays; and

conversations are an essential part of the remedial efforts.
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he compensatory teachers are under the gdircction of a resource trariats,
who visits the classes and offers on-the-spot help with reading gisapiiities.
In-service training for the compensatory teachers is part of the program.

If, for example, a compensatory teacher is having trouble with her classes

the resource teacher takes her around to see some excellent compensatory
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teachers at work, pointing out what techniques they are using.

In one classroonm visited, the concentration was on botany. Each of the
children ﬁad several plants growing in tin éans. The teacher and the
children together have built a greenhcuse and they have beans growing up _éﬁ

yardsticks, starting from tin cans containing different kinds of soil, to

see which bean does best with which soil. As the children are measuring

the beans (and learning math skills on the side) and talking about the
other plants (and their trips out to the wocds to dig up more plants),

they put words on the chalkboard, such as wabsorb," ''Moisture," "Mineral,"
ndissolve," "ingredients." Their interest is keen, and once they have

been persuaded to tallk about a subject they write about it, act it out, and
record it on the tape recorder.

The patterns for handling remedial reading are infinite, depending pri-
marily on the resources of the school and the ingenuity of the reading
specialists. Some schools try to give a little help to all the children
who need it in all the grades. Others concentrate on the first few gradés,
trying to correct disabilities before they bhecome SO serious that they
prevent the children from keeping up with their»other work. Still others
put their stress on the older grades, trusting to the developmental reading
program and the classroom feéchers to hélp the younger pupils. |

sometimes the emphasis in a program is put on changing and improving
attitudes. Such a goai is difficult to build into a program, and more
difficult to evaluate objectively. An Illinois school district, Deland=

weldom Community Unit Schools, has centered its program around improvement




of attitudes as an incentive to reading. Children are referoed 1o one O
two reading teachers who interview them infcrmally and alicw them to browse
through the reading classroom iibrary. Children are encouraged to return
often to look at books and to find books'they want to read., When the child-
ren become used te books they begin to want to read better and go to the
reading teacher for help. Individual programs of instruction are worked
out at that time--when the child comes and asks for help.

Invariably, the children appear to enjoy the special reading classes.
In some cases, tﬁqy enjoy the special attention or the change from the

regular classroom. But they also appear to take great pleasure in the

learning itself, and in finding out that they can, after all, learn to read.
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vV PRUCEDURES FOR ENACTING CHANGE

Instituting a coordinated reading program in the schools, including a
remedial program, requircs change and an increased expenditure of time,
money, and effort. Although the pressure.for change can and does come
from many directions--from the teachers, from parents, from administrators,
from national concerns--change within any school and any school system
finally becomes the responsibility of the school administrafdr. He can,
of course, delegate some of the work and responsibility to thé reading

specialist.

Steps for Establishing a Remedial Reading Program
1. Determine extent of need
. through survey of children
-~ | . through staff discuésibns
2. Establish objectives
. throﬁghfstaff recommendation
. through community involvement
"3, Find personnel
. through recruitment
. through in-setvice training
4, Find facilities
. through remodeling
. through new construction
4 5. Purchase materials
. for specific skill development
. for high intereSt reading
Z:) . for variety and flexibility
6. Select children
. through discrebancyvcriterion

. through teacher recomnendation
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S wehodadl e trentmoent
. to childrsg pnst advantaqge
. on a frequent basis

8. Evaluate regularly
. childts progress

. procedures of selection and treatment

O

Report results
. to child and parents

. to classroom teacher and principal

Deterﬁine Extent of ﬁeed

Earlier in this manuscript; waQS to esfablish the need for remedial
reading were discussed. The need is often brouéht to the attention of the
administrator by parents who réélize that fheir own children are not
leannihg to read. Classroom teachers, especially those who do not feel
threatened by what they feel others may view as their own failures in
teaching, often beseech administrators to do_something about the child-
ren who siﬁp]y cannot learn to read through the classroom developmental
proaram,

The need ié not always evident, however. Unconcerned parents or those
unaccustomed to askina the schools anything éo not:come to the schéoi
about their own children, Classroom téachers on occasion take the point
of view that there will always be some children who do not catch on and
chances‘are they will learn to read as they progress through the grades,
all evidence to the contrary notwithstanding. It is then up to the ad-
ministrator to assume that there might be reading prdblems.in his school
and take steps, such as an all»pupil survey to find out if it is so,

Qeveral principals have found that, in addition to a survey of the
pupilts rdading performa;ce in the school, a meeting of the staff in

which the rceading needs of specific children are discussed is useful.
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Pnesce meetinas produce 1iste of names that teachers compdle an wiodd

commi Ltee sessions, ALl those {eachers who have the same groups ol children
try to get together in order to discuss studeqts With specific difficulties.
this cnables them not only to ¢ome up with a l1ist but also to identify

certain difficulties of individual children.

Establiéh Objectives
Once Lhe extent of the need is known it is up to the staff and the

community to determine specific objectives for a remedial proéram. Gen-
erally speaking, a school system has a greater need than they have resources
to handle the need. In that case‘it is necessary for the staff to deter-
mine whether tﬁeir goal.is reﬁediatién of all pupils with a need or help

for a given area of the student body. Perhaps they will determine that

they want greater emphasis on a program of prevention. Thus, the early

arades will receive most of the attention, with only very troublesome

cases being taken from other grades. Many school systems have made the

decision to emphasize préVention,'with‘tbe thought thét it is better to
eliminate problems in the primary grades,.when they are.winor problems,
than to have these develop into major diffiCulties in the secondary‘schodl.
The school stéff will want to decide on what efforts each member of thé
staff should make in regard to the remedial reading program. The remedial
readina teacher forms only one element in ah effort to.overcome reading
problems; part of the objective of the program should include in-service
training for classroom correction, means for reporting findings about
individual children to classroom teachers, administrators,'and parents,
and clear-cut procedures for referring children to the remedial teﬁcher

or the reading specialist for diagnosis and treatment.

MoOst schools have found it wise to include parents‘and members of the

community in a remedial reading program. Even if thé parents are brought

AT I R - mn ¢ Py e S
T T T T B T S TR T G A e e e




in at the planning stage only to inform them that the schoni s uoﬂﬁgcvfm
ing a remedial reaéing program, the benefits can be consider;ble. once

ithe parents understand the nature of the program, and its objectives, they
tend to cooperate and spread among themselvés the good word about the
schoolt!s concern for individual children. It is quite possible, too, that
parents will voluntéer to assist ' the establishment of the program and its
operation, Parent-tutors or‘pérentfsecretaries.for fhe program can often
be gained on a volunteer basis, and they may'eQen help run the school

library or othef'aspects»of the program,

Pind Personnel

Assuming that a school,sufvey revéals the need for nemediallhelp for
some of the puplls, the next step is to formulate the best p0551b1e program
to meet the speciflc needs of the children, It is usually a mlstake for
the administr;tor to formulate the program and then mobilize the staff
to carry it out. For one thing, most school administrators do not possess
enough competence in réadiné. They know little about diagnostic testing,
remedial techniqﬁés, or even developmentgl programs. Even those adminis-
trators who are closely invélved wi th curriculum deOeIOpment admit they
do not have the knowledge or, even more important, the time. Therefore, 
the administrator must turn to feéding_spééialists..

An effective remedial reading program ihﬂa school system Qith 10,0600 or
more children seem.tp iﬁ@olve the following kinds of personnel: a reading
coordinator who may also be;thewlanguage arts supérVisor, a special read-
ing teacher for each”school; and a teacher aide. Sometimes the teacher
aide is a secretary and‘SOmetimés she is a person who actually engages in
contact work with the students in the class,

Finding appropriate personnel to handle a remedial reading program in a

school has been a difficult task, Reading}specialists are in such great
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demand that the supply of trained people 1is quickly eaten ap.e 841 too
reading coordinatof or the school principal trying to setl up a program
in a school should use normal recruitment as a. . first step in finding
personnel for his prograﬁ. If a trained person is not available, then an
alternative is to take a good teacher from the classroom and provide him
with in-service training and university training that will help him
become a remedial reading teacher or a réadiné resource teécher for the
school.

Part of the job of finding personnel also involves the identification
of the roles that each of the new personnél will play in the school pro-
gram, Again, cooperation among those difect1y involved with the correction
of read1ng dlfflculties is essential and cooperatlon and communication
must also exist among the school aqministration, the classroom teachers,
and those involved with the remedial reading program.

Working directiy under thevguidance of the reading coordinator are the
remedial reading feachers and the classroom teachers. ?ogethef, they learn
about each otherts areas'df expertise and debise an over-all programv
whose ultimate goal is the prevention of rea&ing disabilities. Inherent
in the program must be coordination :and shared responsibility, If the
program 'is devised fram the top and then imposed on the stéff, there is
;ﬁderstandable re#éntmént. Fur thermore, such a method is self-defeating
because it does not take advantage of the 1nt1mate, pract1ca1 knowledge
of the classroom teacher and spec1alzsts worklng directly with the children.

Particularly at the beginnihg s@gges of a reading program, sufficient time
must be allowed vfor\planning. A classroom reading teacher cannot be
assigned the task §f devising.a remeﬂial effort wifhout relieving her of
her classroom responsibilities. The reading coordinator cannot do an
effeéective job if he also has so many other administrative functions that

the reading program must be formulated in blocks of time stolen from other
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In the initial formulation of the reading program, time should o
allowed for continuing evaluation, This will, in a way, determine the
number of specialists that will be needed. P:aétically, it is usually
impossible for a remedial instructor to be responsible for more than five
one-hour classes each day. The rest of the time is needed for adequate
record keeping, unearthing of new materials, and coordination with the

classroom teacher.

Find Facilities

On an emergency basis a remedial reading teacher can operaté out of a
janitor s closet or some other makeshift arrangement, but a reading
specialist should be given facilities that not only make the job a pleasure
for him, but that make it an effective ﬁlacé for him to instruct children.
If the focus of the remedial program is the training of classroom teacher
for corrective work in‘the Classroom by a reading resource teacher, that
resource teacher should alsolhave an office and supply rooh from which he
can conduct interviews with teachers and qhildren, and where he can house
appropriate materials that he-willheedlin'conducting classroom demon-
strations. o |

There .are two rather obvious ways to find facilities for a remedial read-
ing program. One is to remodel some existinq room in the school. Some
schools havé-taken basement rooms that were used for storage and have
‘panelled, carpeted, and lighted them so that they become attractive places
to instruct children. Other schools have taken an unused qlassroom or an
unused portion of the gymnasium and constructed small work areas within
that facility, making appropriate decorative afrangements so that it be-
comes a pleasant place for children and for teachers. Those school systems
that have made an effort to remodel and to deccrate the remedial reading

facilities in an attractive way have found that the students respond

4




‘area things that are different from what théy have in their classroom. It

cntisiawticaily to thelr efforts, Stadgenic P liee Thew e e e
given a special treat when they enter & bright, carpeted, well-lighted
place that may be in contrast to a rather drab classroom.

Another obvious way for finding a facility for remedial reading instruc-
tion is to build a room ér bring in some portable facility that can act
as a remedial reading area. Literally thousands of portable units have
been constructed or brought into school yards as part of Title I remedial
programs for disadvantaged children. These portable facilities range from
house-trailers to prefabficated units that are quickly erected on school
grounds, One of the attractive things asout new construction is that the
teacher, the reading coordinator, the classroom teachers, and the principal
can all be involwed in designing the interior to make it complement what

they feel is a desirable program.,

Purchase Materials
The equipment and materials for the prog:am'should grow out of the needs
of the children. Effecfive diagnosis will determine the kinds of problems
and, therefore, the kinds of equipment and maferials nee?eﬁ to solve them,
No matter what the structure of the remedial reading program in the
school, a gooé quantity and Aﬂwide_variety is necessary. Variety of mat-

erials is needed because the children must find in the remedial reading

is wellknown that motivation plays a key role in getting disabled readers
to respond‘to treatment. Materials alone will not motivate children,

but they can be used to great advantage as part of motivation, and it is
not likely that children-will be motivated by the same kinds of materials
that cause them failﬁre in the classroom. Another aspect of the materials
should be their appeal to different senses. Children learn by a variety oI .

sense stimulation, and there should be visual stimulation, auditory stimu-

lation, and kinetic stimulation provided by the materials that are pur-
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T4 is not easy to locate equipment and materinls or to find outl now
good they really are. Too many schools rely on equipment and tex tbook
salesmen who, quite naturally, believe their products to be the most "
effective., Time and money shculd be allocated for trips by the reading ;é
speciallst to schools using various kinds of equ1pment and materials, :
and to conventions and other meetings where he can talk with other read-
ing specialists about what they find most effective. Further, continuing
evaluation of the program sheuld ineiude evaluation of specific pieces of
equipment and of games, books, and other matetials.

Some schools have discovered that existing materials do not specifically L
meet the needs of their children, These schoels have funded the prepara-

tion of their own materials,_tested them in the program, and then pro-

duced them in sufficient quanti;ies fof use. .

A special consideraf}on in the purchase of.materials fo; remedial read-
ing is a large supply of high-interest books. Publishers recently have
developed a ‘number of series of high-interest books, especially for boys,

containing a vocabulary considerably below the interest level.

Select Children
Generally there are two prlmary means of selectxng chlldren for a re-

medial reading program, The fxrst is teacher recommendatJOn. The class=r
room teacher sees'the child:ih action and leaxns rather quickly those who
are having difficulty with readlng, and, because of her acquaintance with
the child's cumulative record, she should know whether that difficulty is
a reflection of the childts learning capacity or whether it is a reflection
of something else. The second means of selecting children for a remedial
reading program‘is what might be called a discrepancy criterion. Children
going into a program are often given some readiny achlevement tests and
the grade 1evei,achieved‘on that test is compared with fhe capacity or

mental age of the child. If the discrepancy, or gap, between the reading




achicvement and the capacity, or mental age, i signllican., ~nern Ui
is a candidate for thc remedial reading program. And it omnly makes sense
to say that the children with the largest gap or largest discrepancy be- L
tween achievement and capacity are those who should receive first con-
s1derat1on where prlorlties have to be established. | | | 'ff

In the selection of children it is 1mportant that referrals from class-
room teachers 1nc1ude a statement of observations as to specific disabil- j;
ities, as well as a listing of the activit1es the classroom teacher has |

used fn'trying to up-gradg the child's reading ability.

Schedule Treatment
Scheduling children into any kind 6f special program always creates

problems, espec1a11y for the administrator. To make sufe that remedial

reading treatment occurs under the best condztlons, it should be kept
in mind that the child should not be pulled out of other 1nstruct10na1
activities that he especially enjoys. It would be desirable, of course,
for him‘to report to the remedial reading class duringAthe'period when his
classroom reading is taking placé. N .
Treathent'should be done'on a frequent bgsié. Research indicates that
remedial trading treatment shéﬁld be given three or more times a week for
the most beneficial effecfs. Some.prbgresé is noted in children who have
tréatment only twice a week, but it is @lpeciglly important in the more
severe cases to practice reading.SeQeral timés a week.for as long as is
necessary to achieve a level cpnsistent with regula¥ classroom reading

activities.

Evaluate Regularly
The matter of evaluating the reading program is a complex one and can-
not be given simply in a few paragraphs. There are some notations that

will benefit the reading coordinator when setting up a remedial reading
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program within a sechool. One of theso is that at Laast two joinds O evatie

ation should take place: onhe is an evaluation ol the childts progress in

developing reading skills, and the second is an evaluation of the proced- A

ures usod within the program; that is, procedures of selection and treatment
should receive an evaluation as well as the child's progress. This is
tantamount to saying that no.omly the children should be evaluated, but
what the teacher is doing and using shoﬁld be evaluated.

'Results of the remedial program are often exaggerated, to the harm of the
children and of the program itself, For one thing, achlevement‘tests aro
not always interpreted properly, with the effect that clalms are made for
the child that do not holo up once he returns to the classroom. For another
thing, while a thlrd-grade chzld 1n a remedial class may, indeed, have
gone‘from primer to second reader, which is a remarkable feat, his class- @

mates have progressed from the beginning'of their third readers to the

end, and he returns still, to his mind, the "dumbest one" in the class.,

The reading coordinator should be skilled enough to help the reading

specialist in evaluating,teot results. Readimg tests fall looselyi.into
two categories: the group survey achiévememt;test based ‘on standardized I
norms, and'the individmal diagnostic test.jSurvey tests, while they might
‘have diagnostic elements, can be more accurately thought of as being -
screening deviceq to help discover discrepanciea between readlng capacity
and ach1evement. Scores on ,such tests are not always accurate appraisais
of reading level; but are approximations of individual ability. Individual 3
diagnostic tests, on the other hand, dlscover specific 'skill weaknesses »
and can'be used to recommend remedial and corregtzve rreatment. In deal-

ing with eithér of these typés of tests it is necessary to remember that
reliability and validity of many reading tests io not high. Consequently,

care should be taken to avoid placing.undué emphasis.on.any ome score., 'i

The subject of test interpretation is impor tant and would make a good

cubject for in-service training.
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The matter of the child returning to his reqular readine oian st
far behind, despite evident progress, coulc¢ be solved in two ways: one,
a longer period of the remedial class than many schools.allow, and two,
full coordination with the classroom teacher to continue reinforcement
of the childts skills.

A related matter is the tendency of some classroom teachers 1o teach
grades rather than to aim thelr teachlng at specific needs. The third=
grader who returns to the classroom having been brought up to second=
grade reading level is unable to deal with much of the third-grade material.
Such material has to be presented to him in terms<;e can understand, or
he w111 continue to fall behind. Coordinatlon between the reading special-

st and the classroom teacher in f1nd1ng the materials for that child |
and worklng out techniques that will prove effective with him is a diffi-
cult problem. Continuing’eﬁphasis from the reading coordinator on the
need to know and use appropriate'materials will encourage reading teachers
to match the child and the mater1al.

All ‘such matters relate to evaluat;on because the reading program can be
evaluated only in terms of what it sets out to accompllsh. It cannot be
termed a failure in areas in which it never was 1ntended to function. So
the philosophy of the program, the'results hopgd for in terms of childrents
abilities, and fhe limitations of the program have to be formulated before
the evaluation phase can be worked out. The same evaluation instrument
should be employed for. all ohildren so that comparative effectiveness

studies can be made.

Repor ting Results
Unless the.reading.program—-its goals, its methods, its techniques, its
results--are repor ted accuately and systematically, the program will be
in troublevfrom the beginning. |

First of all, the board of education must understand the needs and What




can be done to meet them or they will not approve the additicns to wie
staff and the money for equlpment and materials. And continuing report-
ing of results will be necessary for the continuance of the board's
support. | : 13

Secondly, the parents, patticularly the parents of the children in the
remedial program, should be informed about réading and the problems to
~ be solved through remedial efforts. If they are not, they may attach some
stigma to the fact that their chlldren are 1n the remedial program. Furthe-
more, it is the public that ultimately pays the bill for the program, and
so the public should have an honest appraisalvof the reading program and
what is being done'tolsolve reading pgoblems. |

Finally, principa1§ should be kept fully informed of the program and
fully conversant with the methods and matqrials being used, as well as
with the results. |

The responsibility for full reportlng to all segments of the school staff
and to the public should be part of the role of the reading coordlnator.
It will often be the principal who actually reports to the parents, but

he must depend on. the reading specxalist for hls 1nformat10n.

Common Mistakes

Given below are some of the common pxtfalls of school readlng programs.
This check list can be used by those who plan and operate remedial readlnq

programs.

Organizafion ' lack of definition of responsibility and authority

for_the readlng_gpec1allst In each situation the

question "What is his role?" has to be answered.

scheduling 15 to 20 students per hour into a remedial

class Most successful programs have no more than six
students report at any given time to a remedial read-

ing teacher. In some instances, programs put a maximum




Per sonnel

Facilities

Materials

Selection

Time

of 50 cases per week on any one remodial readiya Looahie

the assumption that a good classroom teacher wil i maxe

a_good reading qpecxaltst The concexrns of a reading

specialist usually 1nvolve specialized and technical
knowledge that can be gained from a combination of
university training and experzence. Usually the class-

room teacher is not so prepared.

not providing adequate space oOr attractive quartexs. A i

remedial reading facility usually requires space for a
minimum_of'loo books, several pieces of equipment, a

file cabinet, apd_miScellaneous supplies.

allowing little or no money for materials It is esti-
mated that $2,500 to $3,000 is needed to adequately | "Q

supply one_ﬁenedial reading teacher.

making selection only on basis of a score on standard-

izedggrOup reading test

maki;gfselectlon on the difference between the read-

g ‘level and the grade placement Selectlon of re-

medial cases should be concerned with the gap between
per formance and capacity. 4 B

providing once-a-week sessions of 60 minutes or more

Successful programs have found that it is necessary
to meet with remed1a1 cases two or more times a week

for any noticeable 1mprovement over a semester.

terminating instruction at the ‘end of such arbitrary

time periods as, for exampie, six weeks Remedial
instruction 'should be carried on until the student!'s
progress indicates that he can profit from regular

classroom instruction.
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Ansessment determining progress by the score on i standecgiand

group .test Ordinarily the standardized group test

does not measure the skills that are taught in a re-
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medial reading class.

An
o

In-éervice Programs
Although the teaching of reading is centuries old, the approaches needed
in today's schools are still in the testlng stages. Little formal instruction
or practical work is offered for secondary teachers. Any 'school that has

tried to fird a reading coordinator or other reading specialists knows how

scarce they are.
new
Faced w1th/approaches and unlnformed teachers and admxnlstrators, the

schools are turning to in-service tralnlng for developlng needed personnel.
The most effective programs allocate.tlme durlhg the school day for such,
training and do :not rely on the good nature of the teacher to attend late

afternoon or evening sessions. This necessitates the hiring of substitute

teachers to man the classrooms during the in=-service sessions,

The content of an in-service program for remedial reading teachers should

include sessions on the diagnostlc process and thlngs to look for in s

dlaqnosls, tests avallable for dxagnosis, the establlshment of performance r
objectives for disabled readers, materials and eqnipment for teachlng‘dls- sxﬁ
abled readers, evaluating a childts progress in specific reading skiils,
% record keeping,_and-reporting'the orogress of the disabled reader.
The content and extent of the in-service programs depend on the knowledge
of the srarl and the type of readlng program belng formulated. In some
cases, developmental reading has to be the start1ng point, with effectlve
reading teachers demonstrating techniques and materials. In most cases,
the theories and practicalities of diagnostic testing are a part of in= 'E
service‘courses. All teachers can'oenefitvfrom seeing new equipment and

materials and learning how they work with different disabilities. o 5




e
Dven wome of the eifective remedial programs sul Fer irom a lach of v
service education, lWhen it is left to chance, it is usually left out, and
this mistake undbubtedly cuts down on the effectiveness of the program. ;ﬁ
One of the important by-products of’in=serﬁice trainiﬁg»in reading is
the opportunity it affords for coordination among the vafious staff mem-
bers working on the problem. In-service discussions offer a chance for ‘g
the remedial instructors to explain what they afe'doing, and to show how &
it can be reinforced by the classroom teacher. By the same token, class-
room teachers haye an oppor tunity tO'discusé the developmental programland
to explain why some of the goals of the remedial prbgram ma§ not be com-
ptabile vii th the classroom progrém as-it is now opgrating. Often, the re- ?
sult of such interaction is a revamping'of both thé devélopﬁental and ?
remedial programs so that théy become a truly céofdihated effort. | -g;
It is oniy-when everyoﬁe iﬁvolved in the éducation of children with read- ?
ing disabilities is full& aware.of»the pfoblems and what is being.done 1,
about them that they can assuﬁe their proper roles in the uitimate elimina- -Li«
1 tion of those problems. . - “ - . | | ;ﬁ
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Appendix A

Diagnostic and Correctional Procedures for
Specific Reading Skills.

Classroom teachers and remedial reading teachers often ‘want to know

how to identlfy a special reading skill and how to correct it when a

child shows a weakness in the skill. In this appendix sanple exercises
“for specific skills are dgscribed. These oxercises can be used either
to assess a child's performance or to give hin’practice in a weakness
that has been diagnosed. |

These exetciaei should not be considgred the oqu or eﬁen the best
answer to a givém.skill deficiengy; They are, however, samples of types
of exercises that have worked for other teachers. Thi§ appendix may be
useful as a quick reference for snall éioup‘activity or as a guide to

developing corrective exercises for individuals who exhibit specific

reading skill'deficienciés.

Sample exercises are given for specific skills undér_thevfollowing

headings: | , . ,
1. Perceptual Skills 2. wWord Jdentification
Auditory | | Sight WOrd'
Visual ' , o ‘Structurai Analysis
Motor | Coﬁtext Clu?g
Syllabication
3. Comprehension | 4. te of
Words - 5. Qal Reading

L Sentences

Main Ideas

Generalizations
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Next to each sample exercise will be one of three terms to indicate the

way it will most likely be used--worksheet, activity, individual.

worksheet: designates diagnostic or correctional procedures which
generally are found in worksheats and can be used by &
- group the size of a noinal class.
Activity: inVolves procedures that gcnorélly include_discussion or
similar aétivity.fton a smaller group.
Individual: ';peciplizes in diagnostic nﬁd cotrectidnal procedires designed
for an individual. |

TAXONOMY OF READING SKILLS

PERCEPTUAL READING SKILLS

Auditory Skills

1. Matching rhyming woxds
2. Identifying consonant sounds
a. initial position
b. final position
c. consanant blends
d. consonant digraphs

3. Identifying vowel sounds
4. Hearing word variants

5. Recognizing syllable length
6. Listening for accent

Visual Skills

1. Noticing likenesses and differences :
2. Noticing differences in upper and lower case and between letters
3. Increasing eye-span s IR
4. Developing spacial discrimination

a. up and down

b. toward and from

c. betweenness

d. nearness o

e. horizontal directionality

f. on and under

g. top and bottom.




Motor Skills

1.
2.
3.
4.

Developing left-right eye movement
Developing hand-eye coordination

Developing motor awareness and coordination
Focusing

SAMPLE EXBRCISES FOR PBRCEPTUAL READING SKILLS-~-AUDITORY

MATCHING RHYMING WORDS

1. On the left side of the page, display
pictures of objects which exenplify the
sound being taught; on the right side, , wWorksheet
display pictures of rhyaing words. The
children are to draw a line to the rhyming

object.
2. 1n small groups, one child says a short
word, the next child says a rhyning word, Activity
and so on until all possibilities seen variation: Use
exhausted. nonsense words

or syllables.

3. The teacher makes up nonsense couplets.
The child should supply the rhyming
word in the second line. ‘ , Individual
Exanple: T. He was very rfat.

He wore a fuiny .
C. Hat.

IDENTIFYING CONSONANT SOUNDS (INITIAL)

1. On the left side of the page, display
pictures of objects wkich exenplirfy
the initial sounds being studied. On ' - Worksheet
the remainder of the page the children -
are to draw objects which begin with
the same sound as the key object.

2. On the left side of the page, display Worksheet
pictures of objects which exemplify Variation: Ex-
the initial sound being taught. The : - pand or cut the
children are to look at the object on number of choices
the left, think of its nane, find another according to the
object on the right side that begins needs of the
with the same sound, and draw a line to : group.

it.
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Each child receives a worksheet with a
playground scene on it. Many objects are
dispiayed in the picture; most of the
objects start with initial consonant

sounds already studied. With a red pencil,
all the object beginning with are
marked. With a blue pencil, all the ob-
jects beginning with are marked. Only
two or three sounds should be tested at once;
the picture can be used again to test other
sounds.

The teacher reads sentences with words that
begin with the initial sounds being taught
The children raise their hands when they
hear the initial sound.

IDENTIFYING CONSONANT SOUNDS (FINAL)

1.

Pictures of objects on this worksheet are
alike initially but vary their consonants
in the final position. The teacher calls
the name of an object and the children
mark or circle it. Example: coat-comb,
man-mat, bag-bat. : :

From three choices, the child must crossout
the picture or word that ends in a different
sound than that of the key word.

Example: hat--man-=cat--fat.

IDENTIFYING CONSONANT SOUNDS (BLENDS)

1.

The children are to arrange the various
blends being taught in alphabetical order
along the left side of the page. From a
mixed list of words starting with these
blends, the children are to put the woxds
next to the blends with which they begin.

Divide the class into small groups. Each
group has. chalkboard space and a baseball
diamond drawn in that space. The bases are
lettered with blends that are being
taught. The child who can write a word
beginning or ending in the corresponding
blend at each base gets a home run.

worksheet

Activity

Worksheet

Individual

Worksheet
Variation: Use
this exercise

for blends in the
final position,
and digraphs also.

Activity
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1.

2.

1.

IDENTIFYING CONSONANT SOUNDS (DIGRAPHS)

Djvide the class into small groups. Each
group has chalkboard space and a baseball
diamond drawn in that space. The bases are
lettered with digraphs that are being
taught. The child who can write a word
beginning or ending in the corresponding
digraph at each base gets a home run.

In this diagnostic test, there are four
choices for each exercise; the choices are
to be either blends or digraphs. The
child is to choose the correct initial
sound or digraph that is represented in
the verbal stimulus given by the teacher.
Example; T. Number 1, shoe--shimmer

C. Looks in row 1 and marks

the digraphs sh.

' To check mastery of one digraph, the child

is to circle the pair of words that end
in the digraph , or that begin in the
digtaph ° ’

IDENTIFYING VOWEL SOUNDS

From a 1ist of words the children are
to put all the words governed by one
rule into the same column or box.
short e long i r-contxolled a

The children are to return their readers to

skim for words that fit into the catagories

given by the teacher. The catagories for

sorting are determined by the vowel sounds

the teacher wants to stress. :

Example: the long sound of  , the short
sound of , the r-controlled
sound of .

Lead the children in a discussion about two
columns of words. All of the primary vowel
sounds in the words of one column are long

and are in open syllables. All of the primary
vowel sounds in the words of the other column
are short and are in closed syllables. Lead

them to see the relationship between long sound-
open syllables and short sound-closed syllables.
Help them determine the cv and cvc pattemns.

Activity

Individual

Individual 'g

Worksheet }
~ Activity
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HEARING WORD VARIANTS

1.

Show a picture of one object and then a
picture of many identical objects (one
object and its plural). The children are
to mark whichever picture the teacher
calls, |
Exanple: T. Boys.

C. Mark the group of boys.

T. Cat.

C. Mark the picture of one cat.

RECOGNIZING SYLLABLE LENGTH

)

2.

Give a list of mixed words containing one-,
two~-, and three-syllable words. The children
are to unscramble the words and to put

them into three columns according to the
number of syllables per word. Then they are
to label the columns one-, two-, and three-
syllable words. :

To make the child aware of syllables, have
him touch his hand lightly to his jaw and

say a two syllable word slowly. The number
of times his jaw must drop to say the word
is usually the number of syllables in that
word.

LLISTENING FOR ACCENT

1.

Give a list of twe-syllable words; the

children are to divide them into syllables.
Next, they are to circle the stressed
syllables. :

The children are to use a dictionary to
look up a list of words whose meanings
change when their accents change. Next they
are to correctly use both words in
sentences and mark the words with their
proper accent for that context.
Example: ex press! ex pert! per fect'
ex'press ex'pert per'fect

worksheet

Worksheet
Variation: Adjust
the syllable
length and list
of words to fit

the class, grcup,‘

or individual.

Individual

Worksheet




SAMPLE EXERCISBES FOR
PERCEPTUAL READING SKILLS--VISUAL

NOTICING LIKENESSES AND DIFFERENCES

1. The children are to discriminate between Worksheet
sets of objects whose likenmess or dif-
ference depends on discrimination of
number. Example: three large circles
containing differing numbers of smallex
circles.

2. On a worksheet with pairs of frequently Worksheet
confused words, as the teacher reads ‘
sentences the children are to underline
the correct word from the pair. Example:
quiet-quite, deep-dear, palace-place.
throat-throne.

3. The child is to sort according to size, Individual
color, shape, and/or type of object. If
materials are hard to come by, bhave him
sort his classmates by color of hair,
color of shirt or blouse, color of shoes, etc.

NOTICING DIFFERENCES IN UPPER AND LOWER CASE AND LETTER
DIFFERENCES

l. Differences in letters: Using upper case - ' Worksheet
letters, display a letter on the left
side of the page and some modifications
of it on the right side of the page. The
children are to choose thc similar form
of the letter.

2. Difference in upper and lower case: From , Worksheet
a worksheet containing a mixture of
upper and lower case letters, the teacher
names the letter and the children mark or
circle the letter named.
Example: T. Capital A.
C. Marks the upper case a.
T. Small a. ,
C. Marke the lower case a.

3. The children are to use pipe cleaners for Activity
reconstruction of letter forms whether :
they be in upper or lower case. Beads or
buttons may also be used if coordination
is developed enough.
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INCREASING EYE-SPAN

1. Use a single column from a newspaper or ' Activity
magazine. Mark two vertical lines through -
the column. The student is to practice ;
reading the material up to each vertical | "
line in one fixation.

DEVELOPING SPACIAL DISCRIMINATION(UP AND DOWN )

1. On a worksheet with pairs of objects in Worksheet
up and down positions in each exercise,
the teacher asks the children to mark the
that is up, the that is down.
Example: Good objects for teaching up and
down are pairs of kites, butter-
flies, jumping boys, hats, birds,

kittens, balls, and airplanes. l@
2. The children are to bend up and -down, climb Activity
up and down on small stairs, and reach up

and down.
DEVELOPING SPACIAL DISCRIMINATION (TOWARD AND FROM)

1. On a worksheet, present three objects, two : Worksheet
_of which are facing the sume direction.
The children are to choose the one that is
facing away from the other two.

2. On the left side of the page have trees wWorksheet
and on the right side of the page have houses.
The trees stand for the country and the
houses stand for home. Down the middle of
the page are pairs of characters, each fac-
ing either the trees or the houses. These
sets of characters can be cats, dogs, boys,
girls, mothers, fathers, etc. The teacher
asks the children to mark which man of the
two is going home, which dog is going home, :
which little boy is running away to the 1
country. ' A

DEVELOPING SPACIAL DISCRIMINATION (BETWEENNESS)

1. The teacher demonstrates betweennc<ss with Activity
objects situated in this position: block,
block, doll; block, doll, block. With
colored markers or blocks the children then
practice making situations where there is
betweenness.

. ,
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2. On a worksheet situate drawings or pictures
in this fashion: block, block, doll; block,
doll, block. The children are to decide and
mark which set the doll is between and 80 On
in the worksheet with other objects.

DEVELOPING SPACIAL DISCRIMINATION (NEARNESS)

1. From a series of four objects, the middle
two being alike, the outer two being difffer-
ent, the children are to decide which cbjects
of the two middie objects is near one of
the unlike outside objects. '
Example; . Show pictures or four objects per

' frame.
T. Which girl is near the cat?
C. Marks the picture of the girl
near the cat, not the dog.

DEVELOPING SPACIAL DISCRIMINATION (HORIZONTAL SBQUENCE)

1. Display three objects in front of the
children and demonstrate the naming of
the first, next, and last object. Using
any three objects, have then locate the
first, next, and last objects from left
to right.

2., On a worksheet, have exercises containing
pictures of three objects. The teacher
designates which object the child is to
circle--first, next, or last. '

DEVELOPING SPACIAL DISCRIMINATION (ON AND UNDER)

1. Present a worksheet with small objects
drawn on or under tables, chairs,
dressers, ladders, beds, or stairs. The
teacher asks the students to mark the
object on the dresser, under the ladder,
and so on through the worksheet. '

DEVELOPING SPACIAL DISCRIMINATION (TOP AND BOTTOM)

1. On a worksheet, in vertical columns have
pictures of objects in sets of two. The
children are to mark the top or bottom of
the set as the teacher calls for it.
Example: T. The cat on top.

C. Marks the cat in the top frame.

5. with vertical lines as guidelines, the
children are to past paper, beads, or
macaroni from the top of the page to the
bottom.

wWorksheet

Worksheet

Activity

Individual

worksheet

worksheet

Activity
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SAMPLLE EXERCYSES FOR
PERCEPTUAL READING 5KiLLS--MOTOR

DEVELOPING LEFT-RIGHT EYE Mov_mmr ~

1. With a colored margin on the left side of
the paper to designate where to start the
activity, the children are to draw a circle
in a given square or put an Ix! in a given
rectangle. For older children, have them
draw a horizontal line through groups of
vertical lines, never extending outside
these vertical lines.

2. wWith their heads straight and still, the
children should focus on an object at a
distance of five feet away from them. ..
This object should be moved by the teacher
from her right to her left, or from
their left to their right. All board

work or any paper activity should be con-
structed to emhance a left to right
movenent. '

DEVELOPING HAND-EYE COORDINATION

1. Everyday activities which increase visual-
motor coordination and that are easy to
incorporate into classroom plans are--
buttoning and unbuttoning, lacing and :
tying, opening and closing snaps, zipping
and unzipping, using simple tools, =
carrying objects, and pouring liquids. -

2. Some developmental activities which will
enhance visual-motor coordination are the
following: cutting, painting, pasting,
tracing, finger games, coloring, model
making, bead stringing, and block building. -

DEVELOPING MOTOR AWARENBSS AND COORDINATION

1. Balancing helps entire body coordination.
Have the children stand on tip-toe using
both feet for ten seconds, then each foot
for ten seconds. Next, while balancing on
one foot, they are to swing the other
foot; then while standing on one foot
they are to make a circle on the floor with
the other foot. Last, while on tiptoe, they
are to lean forward with their heels off
the ground. After leaning over as far as
possible, they are to retumrn to original
position.

wWorksheet
Variation: Have
them complete any
sequence where they
must begin at the
left and finish at
the right.

Activity

Activity

Activity

Activity
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Games involving the imagination which en-
hance bodily awareness are--cart pulling,
loading, pushing, pushing with back,
pulling sideways, lightening a load, pre-
tending to be parts of a storm=-high wind,
heavy and gentle rain, thunder and lightn-
ing. Acting like kangaroos, rabbits,
clephants, birds, airplanes, and trains
will also enhance bodily coordination.

Locomotor activities which help in the
development of coordination are skipping,
galloping, small hops, walking, sideways,
waddling, and marching. -

FOCUSING

1.

The youngex students are to identify
objects by color, size, shape, and
texture. They are to sort according

to the above criteria. As skill of
sorting increases so must the degree of
detail in focusing.

From an assortment of buttons, beads,

or similar small objects, the childrem
are to find a square button, etc. This
object should not be too different in
color or texture, so that they must find.
it not by touch, but by focusing on shape
detail. a ' '

In small groups, the children are to move
their heads ifrom side to side, up and

down, and in a rolling motion, while focus-
ing on a stationary object.

TAXONOMY OF READING SKILLS

WORD IDENTIFICATION SKILLS

sight Word

Structural Analysis Skills

1. Recognizing arffixes

2. Recognizing compound words
3. Recognizing roots

4. Recognizing contractions

e a-wterree o Sl L e e e
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Activity

Activity

Activity

Activity

Activity
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Context Clue Skills

l. Using definition clues

2. Using experience clues

3. Using comparison clues

4. Using synonym clues

5. Using familiar expression clues
6. Using summary clues

7. Using reflection of mood clues

Syllabication Skills

1. Using syllabication géneralizations

SAMPLE EXERCISES FOR WORD IDENTIFICATION SKILLS-~SIGHT WORD

DEVELOPING SIGHT VOCABULARY

l.

Given a wotksheef, the children are to WOrksheet

“underline the words that are pronounced

by the teacher. These words are new
words for that grade level but have
already been presented in discussion
and possibly in a reading selection.

This game is played like ™Bingo." Words Activity
are written in columns and rows. The a

children cover the words pronounced by

the teacher; the first child to completely

cover a column or row is the winner.

The child is to keep a notebook of some | Activity
words that represent his errors in word L
recognition. Each word is recorded in

the top left corner of the page. Next

some words representing the same phlonetic

element is written. On the remainder of

the page, the original trouble word is

written in meaningful sentences

SAMPLE EXERCISES FOR WORD IDENTIFICATION SKILLS--STRUCTURAL ANALYSIS

RECOGNIZING AFFIXES

1.

After reviewing rules about adding a ' Worksheet
certain suffix to verbs, list the verbs; '

the children are to alter the form de-

pending on what suffix they are studying,

then use the altered verb in a sentence.

After reviewing rules about adding the - Worksheet
comparative and superlative form to

adjectives, the children are to use all
three forms of designated adjectives in
different sentences.
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RICOGNT ZING COMPOUND WORDS

1. The children are to make as many sensible Worksheet
conpound words as possible using a given '
word as the first part of their compound
word. _
Example: Given-=snow
Composed--snowman, snowfall,
snowdrift

2. Present the children with a list of ) . Activity
hyphenated compound words. They are '
to use the words in seritences. If ‘they
are advanced enough, discuss how the
hyphenated words are uszd (mostly as
‘adjectives). Discuss why they are
used (for easier reading and under-
standing). :

3. The child is to divide the compound Individual
word into its original words. He is to
then tell theé meaning of the original
words and the meaning of the compound
word. ’

RECOGNIZING ROOTS

1. Using lists of common prefixes, suffixes, Worksheet
and roots the children are to use the ' :
prefix and root list, or the suffix and
root list, to make sensible words. They
are to then define the new word by its
use in a sentence.

2. Next to a list of given words, the child ‘ Individual
is to write the root word; from a list of . ' |
rules, he is to letter the root word
according to the rule governing it.

Example: flying  fly rule b

RECOGNIZING CONTRACTIONS

1. Given a group of word pairs, the childrem , Worksheet
are to shorten the two words to make : '
them into a contraction. From a group of
sentences containing contractions, the
children are to recreate the original
words used to form the contractions.

2. This card game is prepared and played Activity
like 01d Maid. Shuffle and deal the .

| 3x5 cards to each player. The card pairs

( ) are mated as to original words and their

p contractions, but one contraction does

1 not have a mate. As -the player draws a

3 card from the person on his left, he tries

to match the drawn card with those in his
hand. As he finds a pair, he lays them
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down, and the first one to go out is the
- winner. As the pairs are laid down, they
| must be read. The person left holding the
? unmated card must first tell what the
3 contraction stands for. He is the dealer

for the next game.

SAMPLE EXERCISES FOR WORD IDENTIFICATION SKILLS~-~CONTEXT CLUES

USING CONTEXT CLUES

1. The children are to match pictures o Worksheet
5 to sentences that describe the ‘
i action of the picture, or that. apply
] to its neaning.

2. Riddles are good exercises for the | | . Worksheet
: development of using context clues,
] especially definition, comparison,.
’ and summary clues. '

3. Present a short story of one paragraph Worksheet
with some words left out. The children |
3 are to read each sentence and complete
;gi it with their own words, or those from
; a given list. Different types of context
clues may be exhibited in each sentence.

‘ 4. To show how context can be a check S Individual

5 against confusing, similarly written : o

i words, present a worksheet where

similar words may be chosen to complete

the sentence. .

Example: The mgtgls
medals

are polished to
a bright shine.

To test a child on his use of context Individual
clues, useé words to complete a given ’
sentence. These words should begin
alike and be of the same part of speech
to further emhance his discrimination.
Different sentences can exhibit different
kinds of context clues.
Example: Given--A strong wind and icy

snow make a o

Choices=~--blizzard
‘blanket
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) SAMPLE EXERCISES FOR WORD IDENTIFICATION SKI,LLS--SYLMICA’EION

USING SYLLABICATION GENEBRALIZATIONS

1. In working with each rule, the children Worksheet
are to divide sample words, then discuss Variation: For the
why they divided the words as they did. more advanced, have ;
Present the rule in a concise definition " them restate the :
and give more words to be divided. At rule and think of
the end of the exercise, have them re- sample words that
state the rule in their own words. exhibit this rule.

2. After several syllabication geneéraliza- ' Individual

tions have been studied or reviewed, pre-
sent a list of .words for the child to
divide and have them letter the divided
word with the correct rule governing its
division.

Exanple: supply _supp ply . Tule @

¢

TAXONOMY OF READING SKILLS
COMPREHENSION SKILLS

1. Matching words and pictures

2. Recognizing meaningful phonograms

3., Matching definitions and word symbols

4. Recognizing antonyms, synonyas, and hononyms

5. Seeing literal and interpretive meanings

6. Recognizing meaning in larger units--sentence, passage, chapter
7. Recognizing main idea and supporting detail

8. Recognizing sequence

9. Following directions

SAMPLE EXERCISES FOR COMPREHENSION
MATCHING WORDS AND PICTURES

1. The children are to label, with pre- _ ' Activity
printed cards, the various objects
in the room. 4
Example: Prepare cards for a table,
chair, picture, pencil, chalk-
board. '

2. Present a series of pictures and a Activity
series of corresponding words on '
index cards. The childrem are to
match the pictures with the words;
after they finish matching their set
of words and pictures they trade
sets with their neighbors.
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RECOGNIZING MEANINGFUL PHONOGRAMS

1. Present a list of phonograms for each
vowel. The children are to see how
many sensible words they can make each
phonogram a part of.

Exanple: vowel a

ail...pail
.ash. ..8ash
ake,..cake
ank...tank
ang...pang
! at oo opat

Given two lists of rhyming words, the
children are to match the rhyming pairs.
Then, in the first list, they are to
underline the rhyming phonogram.

. DR ol e

3. The teacher reads and presents a copy of
a poem to the class. The children are to

5 underline the rhyming words. Then they

are to isolate the phonogram that rhymes.

MATCHING DEFINITIONS AND WORD SYMBOLS

1. Prepare a worksheet where the children
must match the word and its definition.

: The choice of words and choice of de-

§ finitions depend on the grade level of

L the group.

T A i TR SRR NETRT EOTORET N ey

; 2. Prepare two lists of words which the
E children must match. The matched pair
| must be related in meaning.
Example: shone...bright
sunny...cloudy
dollars...cents

Prepare a worksheet where the child
reads an exercise and crosses out
the word that does not apply or is
not related in meaning to the other

words. _ |
Example: blizzard snow drifts supper -

R R AR TR e TS T

RECOGNIZING SYNONYMS, ANTONYMS, AND HOMONYMS

I 1. Given two words which are either opposites

zﬁ ) or similar in meaning, the children are

; to mark the pair with 'O' or 'S* respectively.
ocean S sea '

Example:
sunny 0 cloudy

73

Worksheet

Worksheet

Worksheet

Worksheet

Worksheet

Worksheet

wWorksheet
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The children are to skim a previously
read story for words given by the
teacher. After they read the given word
in context, they record it and write

a word which means its opposite. Then
they write both words in a sentence.

The children are to complete sentences
with the correct homonyms. Bmphasize
their reading the entire sentence first
to get meaning from context which will
aid in the selection of the correct word.
Example: A large fish leaped out of

the . (sea, see)

SEEING LITERAL AND INTERPRETIVE MEANINGS

1.

Prepare questions to be presented before the
students read. These questions should

elicit responses emphasizing literal
comprehension. o

Examples: "List the main characters.” = -
"write " "write a sentence telling
~." "Copy the sentence showing
"Complete the following " "What
four words describe ?" "Catagorize
the activities of ." Also useful
are completion exercises based on specific
sentences in the reading. '

Prepare questions to be presented before the
students read. These questions should
provoke thought while reading. Some sample
questions which enhance interpretation ares-
'‘What did he mean by ?" "Do you think
that this should have happened?" 'What makes
this a good example of (some literary
style)?" '"Compare these two characters.”
mwhich character dsplayed the most courage?z"

RECOGNIZING MEANING IN LARGER UNITS

1.

Using index cards with nouns, verbs,
adjectives, and adverbs written on

them, demonstrate to the children how to
construct a sentence. Start with a

noun and a verb and add length to the
sentence by using adjectives and adverbs
to answer the basic questions of who,
what, when, why, where. These questions
may be stressed in sentences as well as
paragraphs.

WOiksheet

worksheet

Activity

wWorksheet

Activity




Present the children with questions that
set a purpose for reading. Discussion

of these questions should include topics
such as colorful words, character differ-
ences, and plot sequence. This gives
organization and purpose to their reading.
Always try to emphasize the technique of
survey, question, read, recite, and
review in every reading for every subject.

RECOGNIZING MAIN IDEA AND SUPPORTING DETAIL

) IS

After reading the passage at the top
of a worksheet, the children are to
underline the key words (subject and
verb) of each sentence. Next they are
to write a title for the passage.

Last they are to skim the passage again
for the main ideas and list them at

the bottom of the page.

After the children have read the story
the teacher writes sentences on the
board that show main ideas and detail
from the reading. Through discussion
the children distinguish which are the
main ideas and which are the supporting
detail. Finally, on a sheet of paper
each child arranges the main ideas into
their proper sequence. :

In a class discussion, the children are
to identify the quote by the speaker

or situation and are to tell the signi-
ficance or the quote to the story. The
teacher should pick those quotes which
are indicative of a main theme, or which
elicit a discussion of plot or character.

RECOGNIZING SEQUENCE

1.

Using a group of sentences describing a
task which in sequential, the children
are to put the sentences in the order
that the steps msut be done.

After reading a selection, the children
are to rearrange the main ideas into
their proper sequence. These main ideas
can be discussed and decided upon by the
class. or be given by the teacher.

Activity

worksheet

Worksheet

Worksheet

wWorksheet

Worksheet




FOLLOWING DIRBCTICNS

1.

After writing daily activities and plans " Individual
on the board, and after reading them once

to the children, the children are now

responsible for completing their assign-

ments as requested for their group on

their board.

The children are to read silently, then Individual
aloud, the directions for every assign-

ment. Then the children are to discuss

what fulfilling this assignment means.

They are then responsible for following

these written directions.

Present a worksheet on which directions Worksheet
vary according to topics that were
studied in each subject for the past
week. The list of directions is to be
completed but done in fun. Some ideas for
directions are as follows: ,
write the page number that tells
where ants get their food. (Science)
Trace a picture of an ant. (Science)
Copy the definition of a verb. (English)
Give an example of a verb used in a
sentence. (English)
From your notebook, copy three new
words learned this week in Spanish. o
Draw a Pilgrim boy or girl. (Social Studies)
State three reasons why we still observe
Thanksgiving. (Social Studies)
Spell correctly three words that you
missed on the pretest.(Spelling)

TAXONOMY OF READING SKILLS

COMPREHENSION RATE

1. Using little or no regression |

2. Using little or no vocalizing or subvocalizing
3. Using correct phrasing to read ’

4. Adjusting rate to purpote

SAMPLE EXERCISES FOR COMPREHENSION RATE

USING LITTLE OR NO REGRESSION

1.

Depending on the grade level of the Individual
child, take a story from a basal

reader and retype it in meaningful

phrases per line. The child is to

read each line of the retyped version

with a timing. He is to then read

e A
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the original story sith a timing on
that reading too. To make him aware of
the difference in comprehension rate,
compare and discuss his timings on the
reading.

2. Using a cover card, the child is toc move Individual
from left to right across a page such ]
as the following. As he reads, he uses i
the cover card to block out what has been’ J
read. After the reader has become skill-
ful in reading pages such as the
following, substitute the letters with
single words, then phrases. !

Example:
X ¢ b n 'y o w
out go come see 1

USING LITTLE OR NO VOCALIZING OR SUBVOCALIZING ;

l. A remedy for vocalizing is to have the Individual
child try to chew gum while he reads. The
chewing will do two things; make him
aware that he is vocalizing while read- .
ing and prevent him from vocalizing.

2. A remedy for subvocalizing is to put a ' Individual
pencil in the child's mouth, between his :
lips. The tongue must not touch the
lips as the child reads so he learns to
read without subvocalizing.

USING CORRECT PHRASING TO READ

1. Deomonstrate to the children how to be : Activity

"sentence aware® and how to learn to '

rapidly recognize prepositional phrases,

introductory clauses, and $0 on. Work- ]
ing with partners, the children are to ' o 5
use teacher-made flashcards with common | | 4
prepositional phrases, introductory S 1
clauses, and frequent phrases. 3

2. Present a worksheet for practice in rapidly . | Worksheet
recognizing prepositional phrases. The
children read the first line, then swish
through alternatives that complete the
sentence. One or more possible completions

3 may be used if they make sense.

.(“) Example: Given--The batter hit the ball...

o~ Choiceg~~-0on a branch

into left field

with a2 man

into the stands

up the chimney

behind the door




between the houses
on the sky
over the moon

ADJUSTING TO PURPOSE

1. After silent reading, give the children Activity
a list of questions the answers to
which are found in their reading. They
are to skim to find the answers to the
given questions.

2. Questions involving material found in the Worksheet
index, table of contents, and chapter
headings, make good situations for scan-
ning for answers. |

TAXONOMY OF READING SKILLS

ORAL READING SKILLS

1. Using sufficient eye-voice span to read
2. Using pleasing pitch and volume

3. PBnunciating correctly

4. Pronouncing correctly

SAMPLE EXBRCISES FOR ORAL READING SKILLS
USING SUFFICIENT EYE-VOICE PHRASING TO READ |

1. If ithe student is reading faster than
he is pronouncing the words, then he
must slow down, learn to read in phrases,
and pronounce those phrases before he goes on
to read the next phrase. "Reading is like
talking” should help him in slowing down
to a normal rate.

USING PLEASING PITCH AND VOLUME

1. Oral reading preceded by silent reading (always!)
allows the child to feel out the passage and
to decide how to read it with feeling. BEmphasiz-
ing that "reading is like talking" should also
help expressionism. Passages with much dialogue
lend practice to a student in varying his pitch
and volume.
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ENUNCIATING CORRBCTLY
1. Bring attention to endings like ing, Activity ’
d and t. Some practice words that
could be used for individual help in
the form of flashcards or for class
help in the form of choral presentation
are-=-
chattering brought . quiet
ecoming feed slid
fishing dived caught
talking crept carried
stirring spent tonight
falling listened right
blowing chattered around
making watched ' tugged
growllng rattled . that
pushing waited pulled
USING PUNCTUATION CORRECTLY
1. Give practice in oral reading where each Worksheet-
sentence or each phrase extends only one
line. After several practices with this,
extend the sentence to the next line but
leave many spaces between sentences. Re-
duce these spaces as the child grows more
proficient at using punctuation.
2. Discuss the purpose of punctuation and ' worksheet

what the various punctuation marks mean.
Lead the child to see that meaning changes
as punctuation changes. Give a worksheet
where the child must supply the punctuation
marks to sentences.
Example: Where did you see our cat

No, it can't be '

The boy reads well
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Appendioy i

Individualizing lnstruction

The need for individualizing instruction in xeading grows out ol the

wide rango of ab111ties and interests of ch:ldren, and out of the differ-
cnces in their 1nsttuctlona1 needs. Regardleqq of the orqanlzatxon of the
reading program, it remains the responsibility of the teacher to adapt
the learning program to each child's individual needs.

The chief objectlve of 1nd1v1duallzed learning is to re]edse the poten-
tial of the 1nd1v1dua1 learners. For the tedcher to engage successfully in
releasing the potential of'theseﬁindividuals'in reading, he must have an
awareness of the reading 1e§els; ihfégests,.ﬁnd bersqnal adjugtments of the

children in his classroom. .

Determining Reading Level

The first step in individualizing réading inétruction is to determine
chlldrenis levels of reading ablllty and te dlscover their interests. Tn-
formal readlng inventorles, standardized survey and d1agnost1c tests are
commonly used methods for determiningvreadiﬁgf1evels‘ Interests can be
discovered by observing chlldren durlng class actlvntlos, by interviewing
them, and by asklnq them to complete 1nterebt 1nventor1es. |

After the 1evels and 1nterests of the chlldren in the clasqroom have'
been dotormined the children should be allowed to seek what is of inter-
est to thcm and 591 act what will satlsfy then, F or that reason, it is
absolutely eqsentlal that a large supply of readlnq ma1;r1a1 over var ied
areas of interest be provided. Three books of different titles per child
is a minimun requirément. At least 100 books within the classroom at all
times is also necessary, with many of these titles circulating. Primary
teachers wili_need_titles for gbilities ranging ffom picture books of the
carliest pre-reading levels to books on at least the fourth orade level.

As the age increases, the difficulty Levels of materinls <hosll he e oo

't
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After the teacher has decided when and who will particibatg in this
program, it wiil be necesSAry for him to set up the drganizational
structure of the dally program. Much of this,_of course, depends upon
individual classroom situations and time allotments available for read-
ing, but there are some hints to scheduling that might be helpful to the
novice'teacher. _ | | .v. R ;" o | . ﬁ%

. L

i. Include a planning.period‘ﬁith the children each day., Dﬁ:ing this

time the.planniﬁg serves a dual éﬁ;pose. I{”mgfivates the children--
entices them tb.the activities wﬁicbvlie ahead, and it alsé'iﬁforms the
class as a whole of the acitvitiés‘fgr which to prepare. ;néluded in this
planning pethd should be-= . |

d19cussxon of who needs to select new materlalq to read and when

they will do it. It is during this time that‘the teacher can show new | o
materlals, act1v1t1es, hooks, magazlnes, etc., whlch have arrived and A
sell some of his addltlonal "wares." o » - | ' : E

b, d190ussxon aﬁd planning of who w111 be work:ng alone and with
others-=so the room can properly be arranged and supplxes prov1ded Plan
independent reading act1v1t1es. |

c; discussion and solving (if possible) of any: pertlnont problems
concerning routine%-as problem with traffic around bookshelves, etc.

'd. .arranging for conferenceé, consultations, and individual assign-
ments, “ |

Following this plahning, each ;hild shouldfknow exactly what he is to
do during the reading,period. Activities can be listed on a chart for
easy review, |

2. A sharing period must be allowed for, and some suggest that it best

follows the planning period, since the teacher and class are together as
a group during this time. Others suggest that the sharing period come at

the vorv and of the readina time, 1o calminate the reoadiro cotauitio o y
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may also be scheduled once per weelk.

3, A large block of time must be alloted for the self-selection reading
period and independent activity period. Tﬁis is the main period in which
students work.indepeﬁdently while the teacher holds conferences with-
individuals, or conducts sma11§group skill development instruciion‘ A
finish-up bell sbould ring ten minutes prior to énd of this timé block,
so children complete what they are doing aqd clean up.

4. An evaluation period or summary period-at’the'end of the reading

time allottment should be provided so that the children can record their
progress on their individual files, ldentlfy future needs and plans, and
informally appraise the reading activities of the day with the class. Some
group skill-developmenf instruction where the class as a whole is weak
can be incorporated during this period as well. |

5. Special perlods,from time to time, mlght be arranged for free-choice

activities and individual respon51b111t1es. The teacher could use this
time to catch up on récords, to meet with individuals, or to enjoy the"
activity of the classroom.

Planning for and during all these periods is essential to alleviate
many behavioral problems that could arise. The exact character and nature
of the teaching schedule, howevér, will depend entirely upon the needs of

the children and the purposes of instruction.

Conferences

The individual conferences with each youngster serve as the high point
in individualizing the reading program. A one-to-one relationship is the
best way to meet the individual differences within the classroom.

Conferences can be initiated in the first-grade year, using an indi-

-

vidualized language experience sSTory approicn for a beginning. As the
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(- cnildren begin to read books, consercaces can be arranged 1o albedk o

representative sample of the childis reading. This sampling is selected

T

by the child, and should check only the"gggi reading of which that child

is capable. This session is to bé'ﬁtilized also for individual instructiom.
The ways of organizing thasébsessfgns are numerous. Yet there are éome'
general principles and procedures which can be followed for effective

conferences. They include-=

B N P

1. Establishing a time limit~-not necessarily fér rigid enforcement,
but to set a goal for the teacher. Lengthy comprehensive conferences
might be necessary at first to heip initiate the program.lAn often sug-
gested time limit is from three to ten minutes, aQeragiﬁg»five minutes
lper child. Many occasions will demand more time, and this is only a
general figure.
g' 2. Abproximately a quarter to a third of the class might be seen each.

day. Yet, specific figures are strigtly dependent upon the needs of the.
youngsters. Often there will bexyoungstérs_who might éonfer with the
teacher daily, whilevothers might only reqﬁire,four or five conferences
per month, ﬁ |

3. The conferences can be--

a, on a volﬁntary basis with the youngsters signing up on the
chalkboard, a calendar, or a sign-up schedule for their time, or verbal
request. This is the most desirable.

b. by teacher invitation--using the seating argengement, alphabeti-
cal order, or some such scheme; an established cycie;of conferences which

rotates,

c. set up on a ratio system with some children seen once and others

) twice in a specific cycle.

Teachers and children can schedule their conferences during the planning

period or, if a sign-up sheet is provided, anytime durinrg the day.

PP
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to read betier if he doesntt come 4o the teacher fox help or sharing.

The conference with individual children should be relaxed, yet pur- f
poseful. This is a time to gain information, share, engage in personal - o
ized teaching, evaluate, and plan for the next step in reading. It is
a warm, uite intimate time for the teacher and the cbild.

Dur ing the conference the teacher should--

1 Discuss with the child the choice of book being read.

2. Discover the child's feelings toward the book.

3, Hear the child read orally. _ ¥

4. Evaluate and work on deriving word meanings. j

5. Evaluate word attack skills and work on those needing improvement.

6. Work on development of specific skills.

7. Check on children's under standing of specific passages or sections
of the book.

8. Make assignments or plans to develop a specific skill.

9. Make assignments or plans to reinforce a specific skill,

10. Guide the child in selecting his next book.,

The individual conference should leave the child eager and ready for the
next conference. Praise or some positive comment concerning the childts
progress should be included especially at the end of the conference.

Occasionally, it might be convenient or appropriate to group from two '{
to five children together for a conference. An.example of this might be
if a few students read the same book at the same time. Ideas and inter-
pretations could be shared in a group confarénce arrangement. Some ex-

perts suggest a small group conference plar for primary children. In this

il

arrangement, five to eight children gather around the teacher, each read-

ing his own self-selected book at his ocwn rate. One chiid at a time from




inis aroup has individuai rocde.r o iaanag with <he 1eachuor FuT o £0u
minutes. Then that child becones o wmemoer of thée group again while the
teacher gives her attention to another member of the same group for a
short period of time. This continues until everyone in the group has
conferred with the teacher, or the reading period is over. The children
may begin as a group all at the same time or may voluntarily come and go

{from the group.

Record Keeping
Record keeping is an impor tant part of any instructional program. In a
classroom correction program, where many activities go on at one time,
it becomes especially important if the program'is to run smoothly and if
! childrents needs are to be served. Both teacher and children can be

involved in this task with the teacher concentrating on evaluation of

fu} progress and needs and the children concentrating on recording tasks
comple ted.

The teacher should keep detailed records which will give him a general
picture‘of the child, his interests, abilities, and attitudes. This woﬁld
include the results of mental tests, reading tests of achievement and

1 capacity, and results of oral reading tests. The physical and mental
of a child should also be noted. Cumulative record informafion such as the
child's interests, strengths, and limitations is helpful as well. In this
more specific record, approaches and techniques found to be effective when
working with the youngster should be recorded along with notations regard-
ing specific needs and types of help needed and given.

Less formal records might include checksheets of dates when individual
conferences are held, summaries of needs of individuals as shown through

converences or through observation during class activities, and notations

of general class needs.

L
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conference Schedule

Name Conference Number
1 2 3 44 5 6 7 8

1. Aaron, John 9/21]4/28

PR R s adbe ottt

2. Harris, June |9/22;9/25 9/29

E

T e ‘1 Sefe et

3. Smith,Regina

R

R e aaahaenas o

R Y DL o

A glance at such a record will help the teacher plan jndividual conferences
and will give . him an idea of the amount of time he needs to spend in con-
ferences in a given day or " weeke.

The teacher is able to, and should, take careful notes during an indi-
vidual conference. The record keeping system used by the teacher should

be simple yet functional--recording the overall skills, attitudes, and

under standings of the child. Record cards, check lists, or a looseleaf
notebook can be used effectively. Notes recorded are valuable in planning
for the next conference and for group work. The teacher might use a form

such as that reproducéd below for keeping track of progress and further

need.
] Name Date
Rook Grade Skill Analysis Ability Assignment
Title Level Development | Difficulty

. m———— o —— T e T

—o——
et et it

&3
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After conferences have been held it is often helpful to go back over the

notes recorded and summarize the needs revealed. This summary could take

~

Cerm Yike the follovding:
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Conferences with:

1. 5.

2. 6.

3 7

40 8. }3

Group work with: | ;

Initial consonants Oral reading 3
i 1. 1. 4
- 20 2o : ’ a~
/ 3. 34 | ,.
| 4. a. | ]
5 | k.
] e ;
§ Individual work: g
?
; 1. J. Jones-reading for details
2. ' ,
3.
a, g
i:) Regardless of the particular forms used in record keeping, it is ad-

Incorporating

visable that the procedures are kept as simple as possible.

a code or a personal shorthand also helps in recording during the con-

ference. The records need not only note reading skills or needs. Areas:
such as spelling or science may be generally noted as a result of a con- :
ference 'as well,

The records that each child keeps enables him to follow his own reading
procress. The youngsters readily respond to this fesponsibility and their
records prove to be a valuable aid during individual conferences as they
provi§e the teacher with insight into each child's reading pattern.

' .Record keeping must not be overemphasized; however, the children should

cord every book they read in their own personal files. Simplicity is the

re
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wouid prefer mot t0 read, yat Thoy should aliow for peroczal weastieze.
Some authorities suggest thai tho fornl of eiildren's rocurds be changed
frequently. Their records for thn noot paxt should record what and how
many books were read and the specific skill tasks they have completed.
ways for children to record their reading are many and varied. Some
ougqeogiono Are-- |
1. Make scrapbooks of illustrations and swmbaries of stories.
2. Make charts displaying various types of material to&d.
3. Make a "collection box" of "souvenirs” from good stories--as new
words learned, funny incidents, ctc;
4. Make charts which would evaluate the stories xoqd accofding to cri-
'texia set by the class. | | |
:.7 5. At the beginning of a program, use & wpckly reading survey in which
the child accounts for the number of paﬁoa read each day, the approximate
amount of time op.ht browsing, t‘ad;ng bouks, newspapers, etc. tﬁia helps
ntime wasters" get into the reading habit. |
6. Put each child's name on a divider in a file box. Cards are available

with categories of books listed on them (fictiom,history, science, bio-

av

graphy, humox, animal stories, poetry, Rewspaper, magazine, etc.) As the
child completes a book he fills éﬁ@ the cixd with the name of book, author, |
date finished, identification of important characters, and a sentence or

two about the plot, new words and meanings. Thi card is filod‘bohind'hiu

divider.

" Name B Date Fictioa
' ritles | %
Authorg

C Main chavacterss
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Jneiunsion in o loaseloear Folavr.

Skill Development

The success of a youngster learning to read primarily rests upon how
effeclively he learns the essential reading skills. The teaching of
skills in the primary grades is not the final goal, however, for the
purpose of teaching skills is to help the child read better and enjoy
reading. The extent to which youngsters read on their own, independently,
indicates the success of instruction,

Skill getting is an internal, active, and individual process. The pro-
cedure involves meeting the skill, learning what it is and does, prac-
ticing the skill by performing it, succeeding or further correcting the
skill until success is evidenced.

The teaching of skills should not be isolated from the reading act
itself, For this reason most of the skill instruction in individualized
reading is handled in the individual conferences when the child shows a
need for it. Reading specialists differ in their opinions of the properv
sequence of skill development. By checking through vario;s-basal text-
book manuals a teacher can discover the variety of these opinions, It
might be helpful, though, for the teacher to have at least one basal text-
book manual on hand to use as a guide in developing skills.

The individualized reading program allows for flexibility in thefpace

in which these skills are taught, yet the sequential development does much

lists of skills to be developed at the various grade levels of instruction.
He suggests that the childis skill instruct-on be geared to his grade
level. After these skills have been acquired, the youhgstex should review

and practice them rather than proceed to skills at a hicher ievel. This
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Gel ot aal only on his dradg
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Lut rather that his skill instcuction pe geared only to his grade level.
It is advisable to keep a checiklist in tihe records of each child so that

as a skill is mastered, the teacher can check it off the list and proceed

1o others.

Skill Bvaluation
In evaluating whether skills have been acquired, and the progress of
the child, it is necessary to gain as much -information as possible prior

to making any judgment. Information may be gained in many ways--formally

and often quite informally.
The methods by which children are evaluated can be similar to those used

in other readin g programs. They include analysis of--

informal and standardized test results

1,
2, checklist of skills
3. inventories of the child's needs
4, child's oral reading
interests, and purposes

teacher observations of childts attitudes,

5.
for }eading, and how much the child reads

6. teacher-pupil conference records

‘7. child's self-evaluation
8. childt's independent reading record,
9. tape recordings of the child's reading early in the year as com-
pared to subsequent tapes noting progress.,

parents! appraisals of the child's reading.

10,
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wor<d Attack Skills Checklis?

MName
Grade Age Date
Mastery
- Skill Poor Average  Good

‘ 1. Recognition of basic sight vocabulary

3

. Ability to sound out new words
a. recognition of consonant sounds
b. recoynition of vowel sounds
c. knowledge of syllabication

3., Ability ¢o analyze word structure
.. undexrstanding of syllabication
b. understanding of root words
c. understanding of prefixes
d. understanding of quffixos
4. Ability to use context clues
5. Ability to supply synonyms and antoxnyms

6. Aﬁility to use a dictionary

Q¥
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Name

Grade Age

Skili

Comprehension Skills Checklist

Mastery

Average Good

e

3.

4.

5.

6.

7.

8.

9.

Ability to understand meaning
&, word . ‘
b. sentence

Ce. ppnrégnph

Ability to recall main idea

Ability to give nuppoiting idess
Ability to retell a story in sequence
Ability to draw conclusions from given

fectn,
Ability to evaluate material read

Ability to relate reading to experience

Ability to use sources of informatiom
a. table of contents

b. dictionary

C. Nmaps

d. index

Ability to make comparisons between tvo

or morxre versions of a story

JE%Pbox
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dral Re;ding Checklist

Nanme

Grade Age - Date .

‘ ' Mastery f

Skill _ _:F?oorA% Average Good !

l. Good reading posture | % ' f

2. Ability to utilize word attack skills . 2 ' | < ;

a. sounding out new words - b : ! i

. b. ' pronouncing words correctly ; .
'(”) ¢. using structural parts : §
- d. using combined methods of word attack ; } :
. | i 4 3

3. Ability to phrase meaningfully ! 5

4, Ability to recognize and use punctiazion 3 : _ ‘ S

symbols | I : | e

l S. Ability to identify main ideas i f' !
: 6. Ability to read fluently arnd enunciate '_; ? - ';
3 clearly , : ; , i
: b 7. Ability to convay meaning and feeling to . ;
listeners 3
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Conclusion

Individualized reading is a way of thinking about reading; it is an
attitude. It is flexible by nature. Thére is no step by step program
to incorporate into the school déy. Each child is an individual and each
teaching situation requires an individualized’method of instruction.
Variety in both methods and materials is inherenf in this personélized
plan. The variety of ideas pfesedted in this a;penqix serve to supplement
the ideas of individual teachers utilizing this plan. The ideas are as
flexible as the plan itself, and can be adapted to any type of readiﬁg
situation. It is hoped they will stimulate fur ther ways to reach the

aoal of helping all children learn to read and-enjoy their reading

exnerience.,
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: Covrespondence to any of theue widiwe oyoocms ghould be addressed s follows:
Reading Coordinator f
3 % Name of School System !
‘ City, State, Zip Code #
{ Los Angeles, California ’
; Oakland, California
% Richmond, California
. San Bernardino, California ;
San Diego, California
$ San Francisco, California
| Anderson, Indiana | i
? Bloomington, Indiana '%
; Indianapolis, Indiana | i
J Detroit, Michigan ;3
é Niskayuna, New York ;
"




